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This multiple case study examined the experiences of elementary L2 learners who 

received instruction in either reciprocal teaching or the think aloud strategy (TAS), and identified 

patterns of use that emerged from participants’ employment of the strategies. The three L2 

participants took a pre- test and a posttest, were recorded using the strategies, and responded to 

interview questions about the strategies.  Using qualitative data analysis techniques, four themes 

emerged from analysis of the data, including; talking like a teacher, I know what I know, 

established strategies, and declines to use the steps in the strategy.  Implications from these 

findings suggest that the discussion facilitated by reciprocal teaching assists elementary L2 

participants in better understanding the text and also supports their language acquisition, whereas 

TAS does not facilitate discussion.  Further, even though reciprocal teaching promotes 

discussion, teacher assistance during discussion is necessary. Finally, it is essential that teachers 

are mindful of students’ understandings of topics and the difficulty of texts used when students 

are learning the strategies. 
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CHAPTER 1 

INTRODUCTION 

My motivation for conducting this study came from four different areas.  The first of 

which is my interest in metacognition.  Though I’m not sure what ignited this interest, I’ve been 

interested in the topic of metacognition for several years.  In fact, my first paper in the doctoral 

program was on metacognition.  I feel it is of the upmost importance that students are, 

“…thinking about their thinking” (McKeown & Gentilucci, 2007, p. 136) so that they can take 

charge of their learning.  However, this aspect of instruction seems to be missing from many 

classrooms.   

Another motivation for the study is Glenberg, Wilkinson, and Epstein’s (1982) “illusion 

of knowing” (p. 597).  Students said to have this illusion do not understand what they are 

reading, but they are unaware that they do not understand.  For example, the year prior to 

conducting this study I was discussing Fudge-a-Mania (Blume, 1990) with a fifth grade bilingual 

student with whom I was working.  In trying to determine if she understood what she was 

reading, I asked her to tell me about what was happening in the book.  She began telling me that 

Fudge was going to marry Sheila.  When I asked her if Fudge and Sheila were really going to get 

married she replied, “yes” with much conviction.  My student thought she understood what she 

was reading, but she did not understand, because in the book Fudge does say he is going to marry 

Sheila, but they are both children, so they are not getting married. 

Additional motivation for the current study came from my work with the fifth grade 

bilingual class the year prior to conducting the current study.  During the time I was working 

with the student mentioned above, I was working with the fifth grade bilingual teacher and the 

fifth grade bilingual class as a whole.  We taught the students metacognitive strategies to use 
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when they read.  The students enjoyed learning the strategies and the initial implementation of 

the strategy use was successful.  However, the other fifth grade classes decided to provide 

students with intensive preparation for the STAAR reading and math tests, and the bilingual 

class was expected to participate.  We had to stop what we were doing, and we did not get to see 

the impact of the metacognitive strategy instruction.   

The final element of motivation for the current study was students’ lack of growth in 

reading as measured by the TELPAS reading assessment.  Some students at Knight Elementary 

had been at the same English reading level for multiple years.  Other students made progress one 

year, but then regressed the next year.  I wanted to find something to help these students grow 

and maintain that growth in their reading ability in English.   

The number of students for whom English is a second language or L2 learners in U.S. 

schools is increasing annually.  The National Center for Education Statistics reports that 9.0 

percent of students in U.S. schools in the fall of 2012 participated in programs for English 

language learners.  The percentages in the fall of 2013 and 2014 were 9.2 and 9.3 respectively.     

Statistics in View ISD (pseudonym) are slightly higher than those listed above and 

include all L2 learners in the district, not just those participating in programs for English 

language learners.  In Texas L2 learners are referred to as Limited English Proficient (LEP) 

students, so I will refer to them using this term while presenting data about schools and programs 

in Texas.  According to the Texas Academic Performance Report (2012-2013) the percentage of 

LEP students in View ISD in 2012-2013 was 12.7%.  This percentage increased in 2013-2014 to 

12.9%, with an additional increase in 2014-2015 as 13.2% of students in View ISD were now 

considered LEP (Texas Academic Performance Report, 2013-2014 and 2014-2015).  In 2015-
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2016 the percentage of LEP students increased to 13.5% (Texas Academic Performance Report, 

2015-2016).   

This increasing population of English language learners takes the State of Texas 

Assessment of Academic Readiness (STAAR) reading assessment, which is the same state 

assessment non-English language learners take.  Texas students in grades three through eight 

take the STAAR reading test, which is a standardized assessment in reading that is designed by 

the state to test students’ mastery of their grade level Texas Essential Knowledge and Skills 

(TEKS) related to reading.  The TEKS are sets of information and abilities that the state 

determines are necessary for each grade level from kindergarten through twelfth grade.   

An examination of STAAR reading scores for View ISD shows that students identified as 

LEP consistently score lower than other students in the district.  For example, in 2013 the percent 

of LEP students in the district that passed the STAAR reading test was 62%. The passing rate for 

the district as a whole was 92% (Texas Academic Performance report, 2012-2013).  In 2014 the 

passing percentage on the reading STAAR test increased to 63% for LEP students and decreased 

for the district as a whole to 90% (Texas Academic Performance Report, 2013-2014).  In 2015 

the passing rate of LEP students taking the STAAR reading test was 63% while the passing rate 

for the district as a whole was 92% (Texas Academic Performance Report, 2014-2015).  The 

passing percentages dropped significantly in 2016 for both LEP students and students in the 

district as a whole.  In 2016 the passing rate of LEP students taking the STAAR reading test was 

54% while the passing rate of the district as a whole was 86% (Texas Academic Performance 

Report, 2015-2016).  These statistics along with the statistics discussed above show that the 

number of LEP students in View ISD is increasing and only slightly more than half of LEP 

students are meeting the state standards for reading/language arts.  One way to help these 
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students better understand what they are reading and therefore meet state standards, is to provide 

reading strategies that focus on metacognitive processes. 

  Metacognition or monitoring one’s own thinking and understanding is an integral part of 

understanding what is read (Baker, 2002).  Paris, Cross, and Lipson (1984) found that students 

who received instruction in metacognitive strategies possessed a heightened understanding of 

reading.  They link this increased understanding to success in reading comprehension activities.    

However, students must be engaged with what they are reading in order to be able to determine if 

they understand what they are reading.  No one else can do that for them, and that is why 

instruction on how to monitor one’s own understanding is essential.  This instruction is 

especially important for readers with limited expertise who often do not realize they need to 

employ strategies to meet objectives for reading.  (Paris, Lipson, & Wixson, 1983).  Further, 

Garner (1987) notes that use of strategies involves energy and time, so students must be 

motivated to use them.  Special actions or strategies are needed by L2 learners who, due to 

linguistic demands of reading a second language, have more breaks in their understanding of text 

and in their use of strategies to fix those breaks (Jiménez, García, & Pearson, 1996; McKeown & 

Gentilucci, 2007).  Research conducted using L2 learners shows that instruction in metacognitive 

strategies can aid these students in becoming more skilled readers (Anderson, 2002; McKeown 

& Gentilucci, 2007; Poole, 2012).   

 

Background 

Providing L2 learners with instruction that can help them become more proficient readers 

is important for the success of the students, who in addition to being judged on their academic 

ability via the STAAR test are also judged on their acquisition of English via another nationally 
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mandated assessment.  The No Child Left Behind Act (NCLB) now revised into the Every 

Student Succeeds Act (ESSA) sets guidelines for states regarding L2 learners.  States are 

required to create English language proficiency standards for the areas of listening, speaking, 

reading, and writing.  These language proficiency standards must coordinate with State 

academic standards.  (Elementary and Secondary Education Act of 1965 Amended, 2015).  

According to ESEA (2015), states must also develop evaluations to measure the progress of 

ELLs in their acquisition of English.  These evaluations must measure progress in the areas of 

listening, speaking, reading, and writing.     

Texas developed and uses its own assessment, the Texas English Language Proficiency 

Assessment System (TELPAS).  This assessment correlates to the state’s English Language 

Proficiency Standards (ELPS) (TEA Assessment Division, 2011).  The TELPAS assessment 

includes holistic rating of students in listening, speaking, reading, and writing.  Holistic rating 

looks at students’ performance as a whole as opposed to looking at specific instances.  Teachers 

use Proficiency Level Descriptors (PLDs), when rating students.  PLDs list characteristics of L2 

learners on a scale of rating levels from beginning or just beginning to learn English to advanced 

high or uses English in a manner similar to students their age who are native English-speakers 

(TEA Assessment Division, 2011). 

Kindergarten and first grade L2 learners are holistically rated in listening, speaking, 

reading, and writing while L2 learners in second through twelfth grade are holistically rated in 

listening, speaking, and writing.  Students in second through twelfth grade take the TELPAS 

reading test to assess their progress in reading in English.  This online test is composed of 

questions developed by teachers and others who have experience in writing tests (TEA 

Assessment Division, 2011).  In addition to showing L2 students’ progress in acquiring English, 
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TELPAS ratings are a part of the criteria used to determine if students have acquired competency 

in English.  According to ESEA (2015), states must report yearly the amount of L2 learners that 

acquire competency in English. 

As an ESL specialist, I see the impact of state assessments on the instruction of L2 

learners.  For example, students who are not yet proficient in English often do not perform on 

grade level academically.  For these students, STAAR assessments contain material that, due to 

language acquisition, is above their academic performance level.  This situation is worsened by 

the fact that teachers feel so much pressure for their students to perform successfully on state 

assessments that, according to McLeod and Vasinda (2009), activities in the classroom often 

revolve around preparing for standardized high stakes assessments instead of authentic learning 

experiences. Bauer and Garcia (2002) expand on this; saying that “high stakes” (p. 464) testing 

frequently causes teachers to “teach to the test” (p. 464).  When instruction focuses on test 

preparation, there is a risk that L2 learners will lack opportunities for language acquisition.  

Further, little emphasis may be given to instructional strategies that promote self-monitoring. 

The Center for Applied Linguistics (CAL), discusses four types of language programs for 

elementary age students (Vasquez & Anchondo-Polite, 2018).  These programs are, “English as a 

Second Language (ESL), Transitional Bilingual, Dual Language (Developmental Bilingual or 

Two-way Immersion), and Foreign Language Immersion” (p. 5).  CAL provides a description of 

each type of program, and summaries of these descriptions are seen below (Vasquez & 

Anchondo-Polite, 2018).   

• English as a second language (ESL): Every student in an ESL program is an L2 
learner.  In an ESL program, students are in a monolingual class, and language 
support is provided by the ESL teacher.  All instruction is given in English; therefore 
students who do not have the same first language can participate in the program 
together.  It is common for students participating in ESL programs to retain little of 
their first language.   
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• Transitional bilingual: Every student in a transitional bilingual program is an L2 
learner.  In a transitional bilingual program students are in a bilingual class.  
Instruction is provided in students’ first language and in English, so all students in the 
class have the same first language.  The aim of this program is to help students learn 
English by providing assistance in their first language, but soon, the majority of 
instruction is in English.  It is common for students participating in transitional 
bilingual programs to retain little of their first language.    

• Dual language (developmental bilingual or two-way immersion): Every student in a 
one-way dual program is an L2 learner.  In two-way dual language programs some 
students are L2 learners and some are not L2 learners.  In a dual language program, 
students are in a dual language class.  Instruction in the one-way type of this program 
is split between students’ L1 language and English, and in the two-way 
implementation it is split between English and the L1 language of the English 
learners in the class.  The objective of this type of program is, “…promoting 
bilingualism, biliteracy, and multicultural competence” (Vasquez & Anchondo-Polite, 
2018, p. 5).  It is common for students participating in dual language programs to 
retain their first language while learning the new language.    

• Foreign language immersion: Nearly all students in foreign language immersion 
programs are not L2 learners.  Instruction in this type of program is split between 
English and the language being learned.  In a foreign language immersion program 
students are learning a new language.  Students in this type of program may become 
bilingual and biliterate (Vasquez & Anchondo-Polite, 2018). 

Research shows that students who are successful in literacy activities in their first 

language also have success in literacy activities when acquiring a second language. (August, 

McCardle, & Shanahan, 2014; Ganuza & Hedman, 2017; Genesee, Lindholm-Leary, Saunders, 

& Christian, 2005).  However, language instruction in View ISD is given through the transitional 

bilingual program and the ESL program, and students who participate in those programs often 

retain little of their first language.  The participants in this study were all in the fourth grade 

bilingual class.  As noted in the description of the transitional bilingual program given above, 

instruction in that type of program is only given in Spanish for a short time before the majority of 

instruction is given in English.  At Knight Elementary, beginning in second grade, students were 

taught in English with the exception of occasional clarifications in Spanish.  Though they had 

both been in bilingual classes at Knight Elementary since Kindergarten, Maria and Sally were 

not literate in Spanish.  David, who moved to the United States from Guatemala, attended school 
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prior to coming to the U.S. and was literate in Spanish.  However, due to the nature of the 

transitional bilingual program used in View ISD, beginning in third grade, the majority of 

David’s instruction was in English.  The current study was conducted in English because, at the 

time of the study, the majority of the participants’ instruction was given in English, and that had 

been the case for over a year.  Also, these students all took the English version of the STAAR 

reading test in third grade.  In addition, the classroom teachers, grade level specialists, and I 

determined that the participants would benefit from instruction on reading in English.  This 

instruction was delivered in English as directed by the parameters of the ESL program. Though 

the current study did not utilize Spanish during instruction, the classroom teachers and I 

encouraged students to use cognates to help them understand unknown words.  Students were 

given a list of cognates for use when completing assignments in class.  The classroom teachers 

and I also talked to the participants about the benefits of being bilingual, and the students were 

urged to continue using Spanish to maintain knowledge of their first language.  

 

Statement of the Problem 

It is important to provide L2 learners with metacognitive strategy instruction that will 

assist them in monitoring their comprehension of what they read in English.  Research can 

provide insight into how methods of metacognitive strategy instruction benefit students, however 

Jiménez et al. (1996) report that examination of the literacy skills of L2 learners has mainly been 

focused on participants in high school and beyond.  Research for this study finds that this report 

is still true today with regards to metacognitive strategy use.  Also, much of the reported research 

is quantitative which provides limited information.   
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Purpose 

Due to the lack of qualitative research on elementary L2 learners, this study focused on 

metacognitive strategy instruction for elementary age L2 learners. This study took a qualitative 

approach to provide an in-depth look at the impact of metacognitive strategy instruction on L2 

elementary students.  

This research explored metacognitive strategy use of elementary school L2 students in order 

to provide information for educators about the effect of providing metacognitive strategy training 

for L2 learners.  This research was necessary to help determine how L2 elementary students used 

metacognitive strategies.  If the students used the strategies in a way that helped them be more 

successful in monitoring their comprehension and in understanding what they read, teachers 

could implement this metacognitive strategy instruction with L2 elementary students.   

 

Research Questions 

The following question guided this exploration: 

In what ways do elementary bilingual students use metacognitive strategies during literacy 

instruction?  

The following sub questions, taken from Carrell, Pharis, and Liberto (1989) and modified for 

qualitative research, provided further guidance for this exploration:   

1. What patterns emerge when elementary bilingual students use reciprocal teaching 
during literacy instruction?  

2. What patterns emerge when elementary bilingual students use the think aloud 
strategy during literacy instruction?  

3. What emerging patterns are similar/different when elementary bilingual students use 
reciprocal teaching or the think aloud strategy during literacy instruction? 
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Findings in this study are presented using a multiple case study that presents information 

related to the experiences of participants receiving metacognitive strategy instruction and using 

those strategies independently during reading.  Data were collected through audio recordings, 

interviews, and pre- and posttests.  Thematic analysis was used to analyze the data to reveal 

themes in and across participants’ experiences. 

 

Significance 

Many L2 learners are unaware of the importance of monitoring their understanding while 

reading.  This study has the potential to aid student participants in realizing the importance of 

monitoring their comprehension while they read.  Teachers and curriculum designers are aware 

of the struggle L2 learners experience with monitoring reading comprehension and are in search 

of the best methods of instruction for L2 learners.  The qualitative perspective presented in this 

study highlights any promising aspects of implementing metacognitive strategy instruction with 

elementary school L2 learners.  The exploration of participants’ experiences with the think aloud 

strategy and reciprocal teaching illuminates feelings of L2 learners in relation to instruction in 

and use of specific metacognitive strategies.  

 

Definitions 

• Comprehension – Comprehension in reading refers to understanding what is read.  In 

order to comprehend what is read the reader must have knowledge of words and their definitions 

and of the ideas presented in each sentence.  The reader must then have the ability to utilize this 

knowledge in order to merge the ideas presented in the sentences to develop an insight into what 

the author is saying in the text (Cain & Oakhill, 2009).     
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• Metacognition – Metacognition is monitoring one’s own thinking and understanding 

(Baker, 2002).   Chekwa, McFadden, Divine, and Dorius (2015) describe metacognition by saying, 

“This evolving concept is like an internal guide that notices when one’s comprehension fails or 

succeeds and why” (p. 109).   

• Reciprocal teaching – Reciprocal teaching is a method of metacognitive strategy 

instruction developed by Palincsar and Brown (1984).  This method of instruction involves 

reading a short portion of a text then developing a question about the text, creating a summary of 

that text, making things clear such as the definitions of unknown words and pieces of the text 

that are difficult to understand, and making predictions about what will happen next (Palincsar & 

Brown, 1984; Rosenshine & Meister, 1994; Spörer, Brunstein, & Kieschke, 2009). 

• Think aloud strategy (TAS) – TAS is utilized in this study as a way of expressing 

ideas used to construct an understanding of what is read (Kucan & Beck, 1997).  Students think 

out loud about what they are reading as they are reading in order to facilitate their understanding 

of what is being read.  
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CHAPTER 2 

REVIEW OF LITERATURE 

The information presented in this chapter serves as a picture of the current research 

related to topics addressed by the research question.  Discussion begins with the impact of 

student engagement on learning.  Material presented then proceeds to discuss two constructivist 

theories of comprehension related to metacognition and moves to L2 learners and metacognition 

followed by L2 learners and discussion.  Explanation of research related to think aloud strategy 

and reciprocal teaching concludes the chapter.  

Student Engagement 

Student engagement impacts learning.  Shernoff, Csikszentmihalyi, Schneider, and 

Shernoff (2003) asserted that student interest is significant to knowledge acquisition.   Daniels 

and Arapostathis (2005) echoed these assertions by explaining that, “A body of literature 

suggests that student engagement is inextricably connected to academic achievement” (p. 36).  

These authors then supported their claim by sharing research such as: when students are involved 

in activities, they acquire valuable information and when students like assignments they will be 

involved and acquire information from those assignments.  Shernoff et al. (2003) noted that 

student interest in tasks varies according to the amount of student command over the tasks.  This 

belief that engagement aids student learning is not new.  In fact, Kilpatrick (1918) noted that the 

engagement caused by students being involved in academic assignments leads to students 

passionately participating in those assignments.  This passion is important because desire to 

participate in and complete the assignment is crucial to obtaining the most benefit and 

understanding from the assignment. 
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Comprehension 

Transactional Theory of Reading 

The constructivist view of reading is that readers construct knowledge as they are reading 

and learning.  One theory of reading based on a constructivist view of reading is Rosenblatt’s 

transactional theory of reading.  According to Rosenblatt, (1988) “Every reading act is an event, 

a transaction involving a particular reader and a particular configuration of marks on a page, and 

occurring at a particular time in a particular context” (p. 4).  Rosenblatt went on to note that 

meaning of a text comes from the, “transaction between reader and text” (p. 4) and not from the 

text or the reader alone.  Readers bring different prior experiences and knowledge with them into 

this interaction and it impacts the meaning that is constructed.  Rosenblatt explained that these 

prior experiences and knowledge make up the reader’s “linguistic experiential reservoir” (p.3) 

This reservoir impacts the reader’s personal determination of word meaning in that readers 

interpret new information, places, texts, and other things by applying and revising these 

reservoirs.  According to Rosenblatt, the constructed meaning will likely differ due to the 

specific participant and the specific text in question. 

Along with their prior experiences and knowledge, readers’ stance or objective for 

reading impacts their understanding of what is read.  Rosenblatt (1988) identified two possible 

stances for reading, the “efferent stance” (p. 5) and the “aesthetic stance” (p. 5).  When reading 

with an efferent stance, the reader’s goal is to glean and absorb information from what is read.  

Readers with an aesthetic stance are focused on what’s happening in the text.  When reading, a 

choice does not have to be made between the two stances, but the reader must determine how 

much of each stance to use.    
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Schema Theory 

Schema theory is another constructivist theory of reading.  The purpose of schema theory 

is to, “explain how knowledge is created and used by learners” (Tracey & Morrow, 2006, p. 51) 

Schema theory posits that everyone arranges information they acquire into schemas and these 

schemas vary from person to person.  Another claim of schema theory is that if a person 

possesses detailed schema for a subject, facts related to that subject are less difficult for the 

person to acquire.  If a person has no schema on a subject it will be difficult for the person to 

acquire facts on the subject (Tracey & Morrow, 2006).    

 

L2 Learners  

The number of L2 students in U.S. schools is increasing, and typical methods of 

instruction are often at odds with the experiences of these culturally and linguistically diverse 

students.  For example, the two constructivist theories of reading discussed above require readers 

to draw on past knowledge and experiences to aid in constructing understanding of what is read.  

This could create problems for L2 readers because the past knowledge and experiences of many 

L2 students often differs from the past knowledge and experiences of their monolingual peers.   

Subero, Vila, and Esteban-Guitart (2015) stated that compared to their middle-class peers 

diverse students, such as L2 learners, have lower achievement.  This could be due to the 

disconnect between L2 students and common classroom instructional methods.  In their 2015 

article Subero et al. noted that diverse students, such as L2 learners, are frequently uninterested 

in school and lack a desire to succeed in school.  Low self-esteem often accompanies these 

negative feelings about school. 
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Researchers such as Moll, Amanti, Neff, and Gonzalez (1992) and Kinney (2015) believe 

that educators can have a positive impact on L2 learners by accessing and using the distinct 

behaviors, beliefs, and experiences of L2 learners in the classroom.  Moll et al. (1992) supported 

the use of funds of knowledge research to access the distinct knowledge of L2 learners.  These 

researchers defined funds of knowledge research by saying, “We use the term ‘funds of 

knowledge’ to refer to these historically accumulated and culturally developed bodies of 

knowledge and skills essential for household or individual functioning and well-being” (p. 133).  

Through the use of funds of knowledge research, Moll et al. (1992) sought to establish that the 

living situations of all students have knowledge to offer.  Kinney (2015) echoed the call of Moll 

et al. by noting that teachers can use information from funds of knowledge research, “…in 

intentional ways to foster academic achievement and engagement” (p. 5).  Students engaged in 

their learning are more likely to monitor their understanding using metacognition.     

 

Metacognition 

Flavell (1976) introduced the term metacognition and defined it by saying, 

“‘Metacognition’ refers to one’s knowledge concerning one’s own cognitive processes and 

products or anything related to them…” (p. 232).  During this time period, Brown was also 

researching metacognition.  Her research aligns with literacy instruction and monitoring 

understanding (Pearson, 2010).  Brown’s research approaches the study of metacognition by 

examining comprehension of information and uses the term metacomprehension (Brown, 1977).  

Brown provided an explanation of metacomprehension by saying, “Understanding instructions 

would be a case of comprehension of a message, while knowing that one has understood, or not, 

would be an example of metacomprehension” (Brown, 1977, p. 9).   
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Hacker (2004) sought to unify terminology for the act of tracking understanding while 

reading by using the term self-regulated comprehension.  According to Hacker, this term 

involves the use of both cognition and metacognition.  Cognition is the understanding of what is 

read and metacognition is the monitoring of that understanding.  Hacker noted that often 

comprehension can be fractured without the reader knowing.  Glenberg, Wilkinson, and Epstein 

(1982) referred to this situation as the “illusion of knowing” (p. 597).  These researchers note 

that the illusion of knowing occurs when readers’ believe they established a correct meaning for 

what was read, but the meaning they established is actually incorrect.  Hacker (2004) mentions 

that inconsistency in meaning between readers and text can be caused by circumstances such as: 

unknown words, faulty assumptions, and reading without understanding in the hopes that at 

some point they will understand.     

Use of metacognitive strategies can help students avoid inconsistencies in their 

interpretation of texts.  Research from Flavell (1979) supported the importance of metacognitive 

strategies, “…the monitoring of a wide variety of cognitive enterprises occurs through the 

actions of and interactions among four classes of phenomena: (a) metacognitive knowledge, (b) 

metacognitive experiences, (c) goals (or tasks), and (d) actions (or strategies)” (p. 906).  Garner 

(1987) also noted the importance of metacognitive strategy usage.  According to Garner, 

metacognitive skills are needed so readers understand they are only looking for the most 

important information, and are able to identify that information. Perkins and Salomon (1989) 

echoed the need for instruction in metacognitive strategies by saying that current research reveals 

that if students are taught to think logically and to use metacognitive strategies along with being 

mindful of how information can be used in different situations, appropriate conveyance of 

understanding occurs.  This is important because when people encounter new situations they 
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often use prior understanding to cope with the situation.  This happens even if the understanding 

is not suitable for the situation.  Teachers need to be aware that having the ability to convey 

understanding in new situations is related to how instruction is received and how the student 

responds to the new setting.  Instruction in metacognitive strategies plays an integral part in 

delivering instruction that aids students in conveying understanding from one situation to 

another.   

 

L2 Learners and Metacognition  

L2 learners struggle with reading comprehension.  Some research finds that this is due to 

a lack of metacognitive skills.  In their 1996 study Jiménez et al. considered the reading strategy 

use of L2 learners in an effort to determine the impact of bilingualism and biliteracy on 

metacognition.  Findings from their study, as well as the work of Alyousef (2006) indicated that 

one of the biggest problems for successful and unsuccessful L2 readers is lack of English 

vocabulary.  Jiménez et al. (1996) explained that instruction in the use of cognates can assist 

students in building their English vocabulary.  Jiménez et al. along with Alyousef agreed that 

another critical issue for L2 learners involves prior knowledge.  Walqui (2006) suggested 

teachers lead students in specific activities such as completing anticipatory guides and making 

connections to help students access previous understandings. Along with the use of cognates and 

prior knowledge accessing activities, researchers agree that instruction in the use of 

metacognition can help students overcome difficulties with vocabulary and prior knowledge as 

well as other difficulties L2 learners might encounter in reading (Jiménez et al., 1996; Anderson, 

2002).  Anderson (2002) stated, “when learners reflect on their learning strategies, they become 
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better prepared to make conscious decisions about what they can do to improve their learning” 

(p. 5-6).  

Sheorey and Mokhtari (2001) and Poole (2012) analyzed the metacognitive strategy use 

of university level L2 learners.  Both studies used the Survey of Reading Strategies (SORS) for 

this analysis.  Sheorey and Mokhtari (2001) interpreted the data using quantitative methods and 

found that more successful L2 readers use metacognitive strategies in amounts similar to native 

speakers.  They also found that both successful and unsuccessful L2 readers view support 

strategies as notably important.  Support strategies are devices used by readers to help them 

understand what is being read and include activities like dictionary use and marking information 

to aid in understanding (Sheorey & Mokhtari, 2001).  Poole (2012) interpreted the data using 

qualitative methods and identified four themes in L2 students’ strategy use.  These themes were, 

“time, text characteristics, memory, and comprehension” (p. 396).  The author noted that 

students’ use of strategies is also impacted by “less than rational reasons” (p. 396) such as 

animosity toward the strategy and disbelief in the usefulness of the strategy.  

Carrell et al. (1989) examined the impact of instruction in metacognitive strategies on 

university level L2 learners.  In this study the authors looked at the impact of direct instruction in 

the metacognitive strategies of semantic mapping and the experience-text-relationship method.  

Participants in the study received instruction in semantic mapping, the experience-text-

relationship method, or were in the control group.  Results showed that students receiving either 

type of metacognitive strategy instruction had improved reading comprehension as compared to 

the control group.  Carrel et al. noted that, though both methods of strategy instruction produced 

growth in comprehension, the manner of assessing this growth impacted the degree of the 

benefits shown.  
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L2 Learners and Discussion 

L2 learners can benefit from discussion, because it can aid in their language acquisition.  

In fact, Zwiers and Crawford (2011) noted that our competence in reading, writing, and language 

usage is built on spoken communication.  These authors also presented research showing that L2 

learners often spent very little class time participating in scholarly discussions, a situation that is 

at odds with the needs of L2 learners.  According to an International Literacy Association (ILA) 

Literacy Leadership Brief (2017) L2 learners need many opportunities to use language in 

genuine situations.  Providing L2 learners with these opportunities will allow them to practice 

composing responses in English and to hear composed responses of their peers.  Also noted in 

the brief is the powerful impact that expanded discussions can have on language acquisition: 

A deeper level of oral language development is likely to come from more extended 
discourse, allowing students to engage in authentic discussion about topics and offering 
them a chance to grapple with ideas, make connections between others’ ideas and their 
own, build on a peer’s contribution, express disagreement, or make a counterargument. 
(ILA, 2017, p. 6) 
 
The brief also mentioned the importance of supplying L2 students with these types of 

learning experiences since most L2 learners do not encounter expanded scholarly discussions 

outside of school.  Supporting the claims made in the ILA brief, the state of Texas English 

Language Proficiency Standards (ELPS) include speaking requirements for L2 learners such as, 

“share information in cooperative learning interactions” (Chapter 74.4, 2016, ELPS, “Cross-

curricular second language acquisition/speaking,” para. E).  L2 learners are also expected to, 

“respond orally to information presented in a wide variety of print, electronic, audio, and visual 

media to build and reinforce concept and language attainment” (Chapter 74.4, 2016, ELPS, 

“Cross-curricular second language acquisition/speaking,” para. J).  The ELPS reading 

requirements for L2 learners also include elements that require conversation.  For instance L2 
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learners are required to, “demonstrate comprehension of increasingly complex English by 

participating in shared reading, retelling or summarizing material, responding to questions, and 

taking notes commensurate with content area and grade level needs” (Chapter 74.4, 2016, ELPS, 

“Cross-curricular second language acquisition/reading,” para. G). 

 

Think Aloud Strategy  

According to Kucan and Beck (1997), the first use of thinking aloud while reading was in 

“think aloud protocols” (p. 275).  When using think aloud protocols, researchers or other 

interested parties have participants think out loud while reading.  These thoughts are then 

analyzed in an attempt to understand what the participant is thinking while reading.  Researchers 

use think aloud protocols to get a glimpse of what is happening inside the head of the reader.     

More recently students have been taught the think aloud strategy (TAS) which is a 

metacognitive strategy that encourages students to think out loud while reading in order to 

engage with the text to create meaning and monitor their own understanding (Kucan & Beck, 

1997; Oster, 2001).  Thinking aloud also promotes student monitoring of the effectiveness of 

their strategy use (Oster, 2001).  Baumann, Jones, and Seifert-Kessell (1993) noted that students 

were taught think aloud strategies in the hope that they would use the strategies when they read 

on their own to aid in comprehending what was being read and in regulating that comprehension 

while reading.   

Students become more comfortable using the steps in TAS the more they rehearse TAS.  

Bereiter and Bird (1985) presented findings that show think aloud strategy aids students in 

rehearsing and employing the strategies. Information from Davey (1983) supports these findings 

by explaining that conveyance into routine academic activities is necessary for students to obtain 
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the most benefit from TAS.  She suggested teaching the steps in TAS by using teacher modeling 

followed by student practice in pairs.  Last, instruction should move to students’ quietly using 

TAS on their own.  Davey noticed that students found it inspiring to hear teachers think aloud 

while addressing possible struggles with comprehension.  This inspiration led students to bring 

TAS home where parents used the steps while reading aloud to students and listened to students 

think aloud as they read on their own.  According to Davey, this continued practice with TAS 

aids in its conveyance into routine academic activities.  Likewise, Jackson (2016) found that first 

grade students who were taught TAS used the steps in TAS more as time continued. 

Use of TAS increases student engagement in text, leading to increases in comprehension.  

Baumann et al. (1993) noted that students in their 1992 study who received instruction in think 

aloud strategies saw more improvement in knowledge of and use of strategies to aid in 

comprehension than students receiving instruction in other methods.  In her study of first grade 

students, Jackson (2016) found that when using TAS students showed increased engagement and 

comprehension of science texts when examined in relation to students who did not use TAS.  

Similarly, Caldwell and Leslie (2010) found that middle school students who were taught TAS 

paraphrased information and actively worked to construct understanding of the text.  These 

authors also noted that students who used the paraphrasing step of TAS were more successful in 

answering questions designed to assess understanding. 

Other researchers found that students who used TAS while reading modified texts saw 

increased understanding.  For example, Loxterman, Beck, and McKeown (1994) compared the 

comprehension of students who were given one of four different circumstances.  These 

circumstances were: read an authentic text without talking, use TAS while reading the authentic 

text, without talking read a version of the text modified to be more coherent, and use TAS while 
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reading the modified version of the text.  Findings from the study showed that the 

comprehension of students who used TAS either with or without the modified text and students 

who silently read modified text showed improved comprehension over students who silently read 

the original text.  These findings prompted the researchers to conduct another study to further 

probe this topic.  This second study again compared the four circumstances described above, but 

this time, the authors looked at the impact of the different circumstances on the remembering of 

students with high reading levels and average reading levels both right after reading and a week 

after reading.  Findings for the second study show a benefit for the use of TAS with the revised 

text.  When discussing findings for the two studies, Loxterman et al. (1994) noted that there is a 

distinct benefit to combining use of TAS with the revised text.  Additionally, Smith (2006) found 

success in using TAS with Think-Aloud Mysteries.  These brief texts begin with a general clue 

and become progressively explicit, allowing for student TAS discussion using comprehension 

strategies such as making predictions, asking questions, and making difficult information more 

clear.  The passages are used as a way to foster growth in comprehension strategies, and students 

can move on to using the steps in TAS in everyday text once the steps are mastered.  However, 

according to Smith, students enjoy this activity so much that they continue to ask for Think-

Aloud Mystery passages even after they are ready for more difficult text.   

McKeown and Gentilucci (2007) conducted a study to determine the impact of think 

aloud strategy instruction on reading comprehension.  This study differs from others discussed 

because it looked at the impact of think aloud strategy instruction on L2 learners.  These authors 

provided direct instruction in use of think aloud strategy to middle school L2 students at English 

skill levels of Early Intermediate, Intermediate, and Early Advanced.   Results show 

Intermediate level L2 learners made determinable gains in reading comprehension after receiving 
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training in this metacognitive strategy.  Researchers found that Early Intermediate L2 learners 

did not benefit from think aloud strategy instruction due to being less skilled in English.  The 

early advanced students did not benefit from the think aloud strategy instruction because they 

already monitored their understanding when they read and the think aloud strategy procedures 

might have diverted their thoughts from the content of the text.   

 

Reciprocal Teaching 

Palincsar and Brown (1984) examined the effectiveness of reciprocal teaching, which is a 

technique that they developed.  In this study, Palincsar and Brown use reciprocal teaching with 

junior high school students who struggle with comprehension.  The researchers teach these 

students the strategies of, “…summarizing (self-review), questioning, clarifying, and predicting” 

(p. 120) by having students take the job of teacher.  In this job the students pose questions, create 

summaries, make predictions, and discuss information that needs to be made clear.  Students and 

teachers discuss the content of the texts at length, emphasizing the importance of the strategies 

learned.  Results of the study show that these students improved their abilities with regard to 

answering comprehension questions and that improvement transferred to other areas as well 

(Palincsar & Brown, 1984).   

One of the most important aspects of reciprocal teaching is the discussion.  Ahmadi, 

Ismail, and Abdullah (2013) note that discussion is necessary in order to meet the objectives of 

reciprocal teaching.  In relation to teacher’s discussion, Palincsar (1986) noted that reciprocal 

teaching was a time for teachers to use scaffolded instruction.  She explained that when using 

this type of instruction teachers provide students with enough support for them to be successful 

in new tasks.  When participating in reciprocal teaching students are provided with support in 
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using the strategies and leading discussion until they are capable of using the strategies and 

leading the discussion on their own.  Palincsar (1986) evaluated teacher support during student 

led discussions and found that when teachers used scaffolded instruction in reciprocal teaching 

groups, participants in those groups developed the ability to lead discussion with little support 

from the teacher.  Students in these groups also displayed an increased ability to use the 

reciprocal teaching steps in other situations when compared to another group.  Palincsar noted 

that the type of teacher assistance given during discussions could impact the value of those 

discussions.  However, in their analysis of reciprocal teaching studies Rosenshine and Meister 

(1994) found that there was no examination of dialogue in the majority of studies they reviewed.  

Spörer et al. (2009) found that student led discussion is a key component of reciprocal teaching 

in that it helps to increase student comprehension.  These authors also found that student led 

discussion aids students in mastering use of the strategies, which facilitates ease of use in other 

situations.  In fact, Spörer et al. (2009) found that when teachers led students in using the 

elements of reciprocal teaching instead of students leading the discussion, those students saw less 

of an increase on standardized comprehension tests than students who participated in reciprocal 

teaching sessions that were student led.  Though Spörer et al. (2009) found that student led 

discussion is important, these authors also found that students participating in student led 

reciprocal teaching groups consisting of a small number of students working with a teacher saw 

increased comprehension on standardized reading tests, whereas student partners having 

reciprocal teaching discussions did not see increased comprehension on these tests.  According to 

Oczkus and Rasinski (2015) reciprocal teaching improves student comprehension because the 

students are actively involved in conversations about text.    These authors also note that students 

might see a reading level increase of “one to two years” (p. 4) after using reciprocal teaching for 
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only “three to six months” (p. 4).  Hacker and Tenent (2002) found that when students have 

reciprocal teaching sessions without the guidance of a teacher, the students skip the elements of 

the strategy they find difficult and the discussions had are not as deep.  These researchers also 

found that without consistent teacher support, students struggled to reach autonomy during 

reciprocal teaching discussions.  

Studies show that reciprocal teaching improves student comprehension on standardized 

comprehension tests.  The creators of reciprocal teaching, Palincsar and Brown (1984), found 

that using reciprocal teaching to instruct students who struggled with comprehension provided 

several benefits to the students.  While discussing this previous research conducted with Brown, 

Palincsar (1986) states that after using reciprocal teaching, she and Brown noticed the following 

impacts:  

(a) students’ ability to summarize, question, clarify, and predict improved markedly; (b) 
quantitative improvements on comprehension measures were large, reliable, and durable; 
(c) the benefits of training generalized to classroom settings; and (d) there was transfer to 
tasks that were similar but distinct from the training tasks. (p. 78-79) 
 
After Palincsar and Brown (1984) found that reciprocal teaching improved 

comprehension, others conducted research using reciprocal teaching.  Rosenshine and Meister 

(1994) reviewed 16 studies that included reciprocal teaching.  They found that when researchers 

used standardized tests to measure student growth, the reciprocal teaching group significantly 

outperformed the control group in only two of eleven studies.   However, Rosenshine and 

Meister (1994) also found that when researchers used self-created comprehension assessments, 

the reciprocal teaching group significantly outperformed the control group in eight of ten studies.  

Results from other research differs somewhat from the studies reviewed by Rosenshine and 

Meister (1994).  Hashey and Conners (2003) found that after receiving reciprocal teaching 

instruction, sixth and seventh grade students with average to strong reading skills displayed 
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growth on standardized tests.  Comprehension scores of students with an average level of reading 

ability moved from 34.4% to 47.4% and comprehension scores of students with strong levels of 

reading ability moved from 46.4% to 69.8%.  Similar results were found by Kelly, Moore, and 

Tuck (1994).  These researchers found that students taught using reciprocal teaching made more 

gains in comprehension than students in the control group.  These students maintained this 

growth on a comprehension test given 8 weeks later.  Takala (2006) received results that are 

comparable to the results discussed above.  In her study of general education and special 

education students in grades four and six Takala (2006) found that the general education students 

who were taught reciprocal teaching saw increases in comprehension on expert designed 

assessments.  Though the special education students did not see significant increases, they did 

see some growth. 

Waxman and Tellez (2002) note that strategies that foster group discussion, like 

reciprocal teaching, can help L2 learners build understanding.  Cotterall (1990) found that 

reciprocal teaching instruction provided adult L2 learners with two specific advantages.  The first 

is that the L2 learners acquire four strategies to aid them in comprehending what they are 

reading.  Due to the design of reciprocal teaching, the learners are taught the new strategies and 

practice using them multiple times during reciprocal teaching sessions which leads to proficiency 

in using the strategies.  This in turn contributes to learners using the strategies on their own.  The 

second specific advantage seen by Cotterall (1990) is the impact of the discussion fostered when 

using reciprocal teaching.  According to Cotterall the authentic nature of this discussion is a key 

to its impact: 

In contrast to many situationally or functionally-inspired language learning activities, 
reciprocal teaching involves students in using the target language to debate ideas and 
interpretations, encouraging them to call on their knowledge of the world, their previous 
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experience of reading and their knowledge of L2 to help them make sense of the text.  
(1990, p. 56)  
 
Williams (2010) also notes the importance of discussion in reciprocal teaching with L2 

fourth grade students.  She found that the discussion provided by following the reciprocal 

teaching steps aids students in becoming accomplished at asking questions about the text.  Also, 

Williams states that the continuous questioning that takes place during the questioning and 

clarifying information sections of reciprocal teaching is especially important in that it helps 

students realize that they should be asking questions and monitoring their understanding while 

they are reading.  In their research conducted with middle school L2 special education students 

Klingner and Vaughn (1996) found students’ comprehension improved after instruction in 

reciprocal teaching.  These researchers also noted that students’ decoding skills and reading level 

impacted increases in comprehension.  Students’ English language skill level was another 

element that impacted growth in comprehension.  Klingner and Vaughn found that students with 

higher language skills, typically English and Spanish, received more benefit from the reciprocal 

teaching instruction. 

 

Conclusion 

Constructivist theories of reading state that readers interact with text and create meaning 

while actively reading.  Metacognitive strategies can help readers monitor their created meaning 

to ensure it is in line with the intent of the text.  Research presented above shows that instruction 

in metacognitive strategies might benefit L2 learners.  Two metacognitive strategies used with 

middle school L2 learners are think aloud strategy and reciprocal teaching.  Middle school L2 

learners showed growth in comprehension after being instructed in each of these strategies.  

Though middle school L2 students saw success using these strategies there is question as to how 
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the strategies might impact elementary school L2 learners.  A qualitative look at this question is 

necessary to provide an insightful answer. 
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CHAPTER 3 

METHODOLOGY 

This chapter focuses on the methodology used to investigate and analyze the data.  Then 

the discussion moves to a description of the participants and context of the study.  This is 

followed by details of the procedure used in the study.  After the procedure is detailed the 

methods of data collection and data analysis are clarified.  The chapter concludes by addressing 

trustworthiness of the study.   

Since the current study was research conducted by a teacher about her students, it is a 

form of teacher research.  Cochran-Smith and Lytle (1993) define teacher research as, 

“…systematic, intentional inquiry by teachers about their own school and classroom work” (p. 

23-24).  Based on information presented by these researchers, this study is a type of teacher 

research known as “classroom studies” (p. 27), because it probes an issue related to teacher 

practice and seeks answers to questions about instruction through the use of information from 

interviews and student work.  

I felt it was important to conduct this study because TELPAS scores indicated that many 

L2 students at Knight Elementary were not making improvements in their reading in English.  As 

an ESL teacher who worked with many of the L2 students, I noticed that the students often failed 

to monitor their comprehension when they read.  I wanted this study to provide an in-depth look 

at the participants’ experiences with metacognitive strategy instruction and usage, so I could 

share information about those experiences with other educators.  My goal was to find a way to 

help L2 students realize they needed to monitor their understanding when they read and to 

provide them with a strategy to help with this task. 



30 
 

Theoretical Framework 

A theoretical framework is used as a lens through which to view the data collected in a 

study.  The theoretical framework in this study is the constructivist theory, engagement 

perspective of reading.  According to Tracey and Morrow (2006), “Constructivism is a theory of 

learning that emphasizes the active construction of knowledge by individuals” (p. 47).  Pinar, 

Reynolds, Slattery, and Taubman (2008) stated that in Constructivism, knowledge is, 

“constructed not merely discovered” (p. 56). Bransford, Brown, and Cocking (2000) noted that 

constructivists believe prior learning aids in acquisition of additional learning, and in fact, 

“Constructivists assume that all knowledge is constructed from previous knowledge, irrespective 

of how one is taught” (p. 11).   Tracey and Morrow specified that when learners are “actively 

engaged” (p. 47), they combine prior learning with current learning resulting in the acquisition of 

additional understanding.  

As a constructivist theory of reading, engagement perspective includes the elements of 

constructivism listed above.  Further, Guthrie, Wigfield, Barbosa, Perencevich, Taboada, Davis, 

Scafiddi, and Tonks (2004) indicated that engagement perspective is made up of four assertions.  

The first of these assertions is that readers who are engaged are self-driven to construct 

understanding while reading.  This is done through the use of group discussions and mental 

strategies.  Another assertion of the engagement perspective is that readers who are engaged 

realize success in understanding what is read.  A third assertion of this perspective is that 

educators can boost instances of engaged readers by providing energetic instruction that is 

targeted to the needs of the readers.  Finally, engagement perspective posits that a boost in 

engaged readers who understand what they are reading can come from instruction that combines 

support in mental strategies and strategies to support self-driven actions (Guthrie et al., 2004). 



31 
 

Using the engagement perspective, Tracey and Morrow (2006) explained that engaged 

readers possess internal initiative.  These readers also use metacognitive strategies to monitor 

their comprehension, and regularly discuss what they are reading.  Using engagement 

perspective as the theoretical framework for this study is appropriate because engagement 

perspective emphasizes the importance of metacognitive strategies to engaged reading.  

According to constructivist theory readers must be actively engaged in order to construct 

meaning from what they are reading.    

 

Methodology 

The research design was a multiple case study because the study probed experiences of 

three participants using two different metacognitive strategies.    According to Baxter and Jack 

(2008), a multiple case study provides for analysis in each case and among cases to look for 

likenesses and contrasts.  Since this study sought to understand L2 learners’ experiences with 

instruction in one of two different metacognitive strategies and the patterns of use that emerged 

in conjunction with each strategy, use of a multiple case study was appropriate for this inquiry. 

 

Self-as-Researcher 

I developed a love of reading at a young age.  Nothing made me happier than getting lost 

in a good book.  Books took me places I had never been and exposed me to new information and 

ideas.  The characters in the books I read became my friends, and finishing a book brought 

sadness that the journey with my friends had concluded.  When I became a teacher I worked to 

instill that love of reading in my students, because I wanted them to receive the same benefits 

from reading that I received.  
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It is this desire that brought about my interest in metacognition.  I’ve been interested in 

metacognition for several years.  In fact, the first paper I wrote in my doctoral program provided 

a look at metacognition from the early twentieth century to the twenty first century.   Throughout 

my doctoral studies I sought to link my interest in metacognition to other interests, but despite 

the fact that I felt strongly about these other interests, I lacked a personal connection to them.  

During a summer course that focused on bilingual learners, I found my connection.  Though not 

bilingual myself, I have been an ESL teacher for a total of seven years, so I have first hand 

knowledge of the difficulties faced by these students as they work to acquire English.  I realized I 

could integrate knowledge I gained from teaching ESL with ideas and information taken from 

this class, so I began to ponder how I could use this integrated knowledge of L2 learners in 

conjunction with metacognition to make a difference with students. 

My reflection on experiences from seven years of teaching ESL revealed to me that many 

students who are learning English struggle with reading in English.  Then, while studying for my 

qualifying exams, I came across a concept discussed by Glenberg et al. (1982) called, “the 

illusion of knowing” (p. 597).  This concept, detailed earlier in Chapter 2, describes what I’ve 

experienced when working with L2 learners.   These struggling readers do not understand what 

they are reading yet they continue reading as if they do understand.  Oftentimes, when the 

students finish reading, they have no idea they did not understand what they read.  Glenberg et 

al.’s illusion of knowing brought to mind several L2 students with whom I had been working.  

After having them read independently, I would ask these students if they understood what they 

read, and they would note that they understood everything.  However, after asking questions 

designed to assess their comprehension I determined that they did not understand what they read.  

The students had no idea they did not comprehend what they read.  Thinking about this situation 
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helped me to realize how I could link my interest in metacognition to reading instruction for L2 

learners.  I recognized that by providing metacognitive strategy instruction to L2 learners I could 

aid them in acquiring the skills necessary to be successful readers in English, and thus helping 

them become engaged readers who monitor their understanding of what they are reading. 

I provided instruction in metacognitive strategies to my ESL students in the past and have 

seen positive results from this instruction.  Also, I spent a portion of the 2015-2016 school year 

team teaching with a fifth grade bilingual teacher, and during that time we implemented a plan of 

instruction centered around training in metacognitive strategies.  The students enjoyed learning 

about these strategies and using them when they read.  They also made improvements in their 

reading comprehension.  The positive results warranted further study in a research environment. 

 

Participants and Context 

This study took place at Knight Elementary a school in a suburban school district in the 

southwestern United States.  Information taken from the Texas Education Agency 2014-1015 

School Report Card for Knight Elementary showed that the school had 474 students, 50.6% of 

whom are L2 learners.  In addition to struggling to meet requirements on the STAAR reading 

test, L2 students at Knight elementary did not show the desired growth in their TELPAS 

composite ratings for the 2015-2016 school year. (TELPAS Summary Report, 2016) Students’ 

TELPAS composite rating is based on their proficiency scores in the domains of listening, 

speaking, reading, and writing in English.  Students’ score in the domain of reading accounts for 

50% of their composite rating.  The other 50% is composed of scores for the domains of listening 

and speaking which count for 10% each and writing which accounts for 30% of the composite 

rating.  (TELPAS Composite Reliability Estimates, 2014)  The state expects students’ composite 
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rating to progress one proficiency level each year; however, this was not the case for most of the 

third, fourth, and fifth grade students.  Only 42% of students in third grade increased at least one 

proficiency level.  More students in fourth grade saw an increase in proficiency levels, but it was 

still only 59% of the students.  Fifth grade had the smallest percentage with only 41% of students 

progressing at least one level in their composite rating.  (TELPAS Summary Report, 2016). 

The rating of the reading domain accounts for half of the composite rating(TELPAS 

Composite Reliability Estimates, 2014); consequently, this domain has the most impact on the 

composite rating as a whole.  Therefore, the lack of growth in composite ratings can mainly be 

attributed to a growth deficit in the reading domain, and this deficit is thought to be caused by a 

lack of comprehension monitoring while reading.  This study explored metacognitive strategy 

training of elementary school L2 students to provide information for educators about the effect of 

providing metacognitive strategy training for L2 learners.  The following question guided this 

exploration: 

In what ways do elementary bilingual students use metacognitive strategies during 

literacy instruction?  

The following sub questions provided further guidance for this exploration:  

1. What patterns emerge when elementary bilingual students use reciprocal teaching 
during literacy instruction?  

2. What patterns emerge when elementary bilingual students use the think aloud strategy 
during literacy instruction?  

3. What emerging patterns are similar/different when elementary bilingual students use 
reciprocal teaching or the think aloud strategy during literacy instruction? 

The participants in this multiple case study were 4th grade students whose first language 

is Spanish.  These students participated in a bilingual program at Knight Elementary in View 

ISD.  Bilingual students were chosen because the school had more bilingual students than ESL 
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students, and native Spanish speakers were chosen because all students in the bilingual program 

are Spanish speakers.  Also, the majority of L2 learners in Texas are native Spanish speakers.  

The selection of native Spanish speaking students adds to the transferability (Lincoln & Guba, 

1985) of the study.  The participants were chosen based on criteria that was central to the 

objective of the research; therefore, purposeful sampling was used to select participants (Tuckett, 

2004).  The purposeful sample of selected participants met three criteria as shown in Table 1.  

Table 1 

Participant Criteria 

 
Intermediate on 
2016 TELPAS 
Reading Test 

No Identified 
Factors 

Impacting 
Reading 

Benefit from 
Support in 
Reading in 

English 

4th Grade 
Instructional 

Reading Level 

Miguel X  X X 
Maria X X X X 
Itzel X  X X 
Sally X X X X 

 

The first criterion for participating in the study was scoring Intermediate on the 2016 

TELPAS reading test. Students receiving this score were chosen because McKeown and 

Gentilucci (2007) concluded that students at this level saw the largest gains in reading 

comprehension from use of metacognitive strategies.  The second criterion was that students did 

not have any other confounding issues that would impact their ability to read in English.  For 

example, a student with dyslexia was not an eligible participant due to the impact of dyslexia on 

the student’s reading.  The third criterion, students would benefit from additional reading 

support; was identified through discussion with past and current teachers.  Based on these 

criteria, there were five eligible participants.   
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The five students were given Informal Reading Inventories (IRIs) to determine if they 

were reading on the same level. This determination was important because variations in student 

reading levels might have impacted the findings of the study.  In accordance with the district 

assessment policy, IRIs were administered to the students in early January of 2017.  At this time 

all five students tested had a fourth grade instructional reading level. However, all five students 

did not remain eligible participants.  After discussions with parents, former and current teachers, 

and the dyslexia specialist at the school, it was determined that one of the possible participants 

should be tested for dyslexia.  The decision to move forward with dyslexia testing revealed the 

possibility that Itzel (pseudonym) had confounding issues that were impacting her ability to read 

in English.  For this reason Itzel was no longer considered an eligible participant.  Another 

student was being referred for testing with the speech pathologist at the school.  The referral for 

testing signaled the possibility that Miguel (pseudonym) had confounding issues that impacted 

his ability to read in English.  Based on this information Miguel was no longer considered an 

eligible participant.  Though they were no longer eligible participants, both students were still a 

part of the instructional groups, because their teachers had identified them as students who would 

benefit from additional support in reading.       

All of the remaining eligible participants were unsuccessful on the 2016 administration of 

the state reading assessment, the STAAR reading test.  Past reading struggles of Maria and Sally 

had already prompted their teachers to refer them for monitoring by the Campus Monitoring and 

Intervention Team (CMIT). This team consists of the student's parents and classroom teacher 

along with the school counselor and any support teachers who work with the student. The CMIT 

works together to put accommodations in place to help students be successful in their academic 
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endeavors.  David had not been referred for monitoring by the CMIT, because he was still 

relatively new to the country.   

As mentioned above, discussions with the classroom teacher from third grade and support 

teachers who worked with the eligible participants revealed that the students’ struggles with 

reading were thought to be related to their language acquisition.  The students did not have 

Individualized Education Plans (IEP’s) or any identified disabilities thought to impact their 

reading.  The current classroom teacher along with previous support teachers agreed that these 

students would benefit from pull out ESL instruction in the area of reading.  Thus three students, 

Maria, Sally, and David (pseudonyms) were eligible participants. 

Prior to beginning the study, permission to conduct the study was obtained by the 

Institutional Review Board (IRB) and the school district.  The researcher then met with the 

students and their families to explain the study, answer any questions, and obtain signed consent 

forms to participate.  Parents of identified participants were called and asked to attend individual 

meetings in the ESL room during the school day.  During these meetings the study was explained 

by reviewing the informed consent form, and any questions were answered.  For parents who 

were not fluent English speakers a bilingual teacher who worked with the students in the past 

arranged the meeting and translated during the informed consent meeting.  If parents were unable 

to come to the school to meet, the meeting was conducted by phone, and the informed consent 

letter was sent home with the student to be signed and returned the next day.  Once parents 

signed informed consent forms, a similar meeting took place between the researcher and each 

potential participant.  Again, the study was explained, and any questions were answered.  

Students who wished to participate signed informed consent forms.  To avoid students missing 

class time, these meetings took place in the morning just prior to morning announcements.   
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The Study Participants 

Maria  

Maria lived with her mom, dad, two sisters, and dog.  She was the middle child with one 

sister in seventh grade and the other in second grade.  For a period of time during the study, 

Maria’s aunt and cousin also lived in her house.  If Maria needed help with her homework, her 

big sister provided assistance since her parents were not proficient in English.  Maria noted that 

her parents asked her daily about her performance in school, and she was reprimanded for poor 

performance.  Maria’s parents often offered her incentives for completing activities around the 

house such as, “If you clean your room, you can go to the park or to the mall.”  Her parents do 

not offer incentives for successful school work, and in Maria’s words, “They are just happy.”  

Maria stated that she liked school and when prompted to explain why she said because, “I could 

get a good job and help my mom and dad.”  Maria’s favorite subjects were art, P.E., and math.  

When asked her feelings about reading, she indicated that she liked it, but it made her sleepy. 

Maria started school at Knight Elementary in a bilingual kindergarten class, and she was 

in a bilingual class each year since then.  Despite being in bilingual classes since kindergarten, 

Maria could not read or write fluently in Spanish.  Her ability to read in English improved some 

over time.  In kindergarten she received a TELPAS reading score of beginning.  In first grade her 

score improved to intermediate, but it remained at intermediate in both second grade and third 

grade.  Maria was also unsuccessful on the third grade STAAR reading test.    

 

David    

David and his family are from Guatemala, and had only lived in the United States for 

three years.  David lived with his mom, dad, one-year-old sister, and nineteen year old cousin.  
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He lived next door to three of his cousins.  Two cousins, a boy and a girl, were in fifth grade 

while the other cousin, a boy was in third grade.  On most days David walked to and from school 

with his cousins.  David noted that he did not see his dad often because his dad was working.  

When asked who helped him with homework, David stated that he received no help, and if he 

didn’t understand what he should be doing he still tried to complete it himself.  David’s parents 

asked him often about his school performance, and he got in trouble if did poorly in school.  He 

explained that sometimes if he got good grades his parents took him to Main Event.  They told 

him they were happy when he got good grades because that meant he was learning a lot.  When 

he was in third grade, David’s father signed him up to play soccer.  His father had David placed 

on a team that had a majority of English speaking players, because he felt it would aid David in 

his English acquisition.  David did not like school because, “I don’t like to wake early, and cause 

I want to have some time with my little sister, but she hits me.”  His favorite subjects were P.E., 

math, and writing.  He did not like reading, “Cause it’s boring, and when Mrs. Smart says to read 

it again I get tired.”  

David attended all of prekindergarten, kindergarten, first grade, and second grade in 

Guatemala.  He attended five months of third grade in Guatemala before coming to the United 

States.  David was able to read and write fluently in Spanish.  His attendance in View ISD began 

at the start of the 2014-2015 school year with David being placed in a second grade bilingual 

class.  While in second grade, David received a score of Beginning on the TELPAS reading test.  

David moved to Knight Elementary at the start of the 2015-2016 school year and was in the third 

grade bilingual class.  In the spring of his third grade year David’s TELPAS reading score 

increased one level to Intermediate, but he did not pass the STAAR reading test. 
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Sally 

Sally lived with her mom and her brother who was in third grade.  Also in the house were 

her grandparents, her aunt who was pregnant, and a male cousin who was in first grade.  The 

family had two pets, a Chihuahua mix dog and a rabbit.  Sally did not receive assistance with her 

homework, but she completed it every day.  Though her family did not help with her homework, 

Sally’s family was interested in her progress at school.  Sally reported that her grandparents, 

mom, and aunt all asked her about how she was doing in school.  She also noted that her dad, 

who brought lunch and ate with her the day before we talked, asked about her schooling too.  

Sally mentioned that her family did not get mad if she did poorly in school.  They just said, “Do 

your best and pay attention at school.”  Occasionally Sally got rewards such as a new shirt or the 

offer of a surprise for getting good grades.  Most often though, her mother simply let Sally know 

she was proud of her.  Sally liked school because, “We learn and I play with my friends and do 

some activities in class and go to specials and to recess too.”  Her favorite subject was science 

and she stated, “I’m actually good at it.”  When asked why she preferred science to other 

subjects Sally replied, “Because we can learn about what is happening to the earth and learn 

about the earth and do activities in class.”  In contrast to science Sally expressed a dislike of 

reading because, in her words, “I feel like it’s boring for me.” 

Sally started school in View ISD in a bilingual class at Head Start.  The following year 

she moved to Knight Elementary in a bilingual kindergarten class.  She was in bilingual classes 

at Knight Elementary since that time.  Despite being in bilingual classes since prekindergarten, 

Sally could not read or write fluently in Spanish.  Her ability to read in English fluctuated over 

time.  In kindergarten and first grade Sally received a score of Beginning on TELPAS reading.  

Sally’s reading score increased to Advanced when she took the TELPAS reading test in second 
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grade.  In third grade her score on the TELPAS reading test decreased to Intermediate.  Sally did 

not pass the STAAR reading test in third grade. 

These students all had Mr. Carr (pseudonym) as their third grade teacher, and all of these 

students had Mrs. Smart (pseudonym) for fourth grade reading.  These students all worked with 

the researcher since the beginning of school during the year of the study.  Therefore, their 

instruction prior to the start of the study could be considered similar.  The researcher provided 

instruction during the study.   

 

Classroom Instructional Routine 

In order to obtain a better picture of the impact of the TAS and reciprocal teaching 

instruction on the participants, it was important to know what type of instruction the participants 

were receiving in their classroom.  The instructional routine for their class followed the weekly 

pattern shown in Table 2.  

Table 2 

Classroom Reading Instructional Schedule: 60 Minute Block 

Monday Tuesday Wednesday Thursday Friday 

1. Discuss new 
vocabulary and 
spelling words 

2. Read the story of 
the week/practice 
the comprehension 
skill for the week 

1. Guided reading 
at the teacher 
table 

2. Reading 
stations 

3. Pull out 
support 

1. Guided reading 
at the teacher 
table 

2. Reading 
stations 

3. Pull out 
support 

1. Guided reading 
at the teacher 
table 

2. Reading 
stations 

3. Pull out 
support 

1. Reading test 

2. Finish station 
work 3. Pull out 
support 

 

On Monday new vocabulary was discussed utilizing a short story to elicit the use of 

context clues when determining the meaning of unknown words.  Spelling words were also 

introduced and discussed in terms of meaning and the spelling patterns for the week.  The 
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comprehension skill for the week was introduced and practiced during the whole group reading 

of the big story of the week.  Tuesday through Thursday students worked on station activities 

during the time they were not at teacher table participating in guided reading or being pulled by 

another support teacher.  The required station work for students who were pulled for extra 

support was adjusted to reflect the time they have to complete the work.  On Friday, students 

took a test over the story of the week and/or were tested on a fresh read which is a passage and 

questions the students had not previously seen.  If there was time after the test(s), students who 

were not finished with their station work could complete those assignments.   

Station work for this class was changed beginning in January.  The poor performance by 

most students in the class on middle of the year assessments prompted the teacher to call a 

meeting with me and several other teachers who worked with the students.  This meeting resulted 

in ideas for stations that would be more meaningful to the students.  One of these stations was 

vocabulary Jenga in which students drew picture vocabulary cards and were then required to 

define the word and use it in a sentence.  After answering, students got a turn in the Jenga game.  

In another station students were given a book or other short text and were asked to practice 

visualizing, making text to self and text to world connections, and practicing comprehension 

strategies used during guided reading.  The reading and strategy practice at this station was done 

in partners or groups of three students.  Students also went to an independent reading station 

where they practiced these same skills with their library books.  Task cards provided an 

additional station for practicing the comprehension skill of the week that was used during guided 

reading.  Task cards have small paragraphs followed by questions that allow for practicing 

various comprehension skills.  The answers are on the back of the cards, so students could check 

the accuracy of their work.  The cards were used in conjunction with a game board and students 
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advanced as they answered questions correctly.  Finally, there was a fluency station.  After 

practicing their fluency students identified unknown words, and placed both the words and 

definitions in their personal dictionary.  Students also highlighted and repeated silently any sight 

words in the fluency passages they read.   

 

Metacognitive Strategy Instruction 

The participants in this study received pull out ESL instruction in addition to small group 

reading support with their classroom teacher.  Pull out ESL instruction for metacognitive 

strategies followed the schedule shown in Table 3.   

Table 3 

Metacognitive Strategy (ESL Pull-Out) Instructional Schedule: 40-Minute Block 

Monday Tuesday Wednesday Thursday Friday 

David and Maria 
(Reciprocal 
Teaching) 

Sally (Think 
Aloud Strategy) 

David and Maria 
(Reciprocal 
Teaching) 

Sally (Think 
Aloud Strategy)  

David and Maria 
(Reciprocal 
Teaching) 
followed by Sally 
(Think Aloud 
Strategy) 

 

David, Maria, and Itzel (not a participant) received pull out ESL instruction on Monday, 

Wednesday, and Friday from 12:50-1:30.  These three students received reciprocal teaching 

instruction.  Sally and Miguel (not a participant) received pull out ESL instruction on Tuesday 

and Thursday from 12:50-1:30 and on Friday from 1:35-2:15.  These students received 

instruction in TAS.  Instruction related to the study began on January 18 and ended on February 

28.       

The use of two strategies necessitated consideration of the strategy group in which 

students should be placed.  Since the steps involved in both strategies were similar, the way in 
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which the steps were implemented provided the main source of consideration for student 

placement.  Implementation of TAS in this study allowed participants to orally describe how 

they used the steps in the strategy.  This was done either individually or with a partner, providing 

a slower pace during discussions for students who talked less and might have needed extra time 

to compose their thoughts while practicing the steps.  It was with this environment in mind that I 

selected Sally to be the participant in the TAS group.  Of the three participants, Sally talked the 

least, and she consistently struggled to find her voice during discussions that took place prior to 

the study.  Therefore, I felt the slower paced environment provided by the implementation of the 

TAS would be the most beneficial for Sally.  The non-participant in the reciprocal teaching 

group had a personality similar to Sally’s in that he talked less frequently than others, so I felt 

they would work well together.   

Implementation of reciprocal teaching steps required that students take turns leading the 

discussion as they moved through the steps.  In this study the reciprocal teaching group was 

composed of two participants and one non-participant.  The implementation of these steps 

required students to compose multiple responses both as a leader and as a participant, so I 

selected Maria and David to be the participants in the reciprocal teaching group.  Maria and 

David were both vocal and rarely struggled to develop and share responses during group 

discussions.  They also enjoyed participating in group discussions, so I felt the reciprocal 

teaching group would provide them with the most benefit.  The non-participant in this group was 

also vocal and rarely struggled with responses during group discussions, and I felt the three 

students would work well together. 
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Procedure 

Unofficial Pilot Study 

As an ESL teacher I work with students in every grade level from kindergarten to fifth 

grade.  When working with students in kindergarten and first grade, I use a district- mandated 

program to aid students in their language acquisition.  The students I work with in second 

through fifth grade typically need more help with reading in English than they do with listening 

and speaking in English.  As mentioned earlier, my work with these students in the past has 

shown me that teaching them metacognitive strategies has a positive impact on their reading 

comprehension.  After beginning my research for this study, I decided to use the metacognitive 

strategies used in this paper, the TAS and reciprocal teaching, with my second grade and fifth 

grade students.  Using these instructional methods with the two groups of students served as an 

unofficial pilot study for the current study.  The pilot study was important because it provided an 

opportunity for me to teach the steps in each strategy prior to doing so in the current study, 

which enabled me to see the best way to present the strategies to the students.  I was also able to 

gain insight as to how students would react to the strategies.  Information taken from the pilot 

study allowed me to make informed decisions regarding both the instructional portion and the 

independent practice portion of the current study.      

I taught my second grade students think aloud strategies.  The students were able to 

successfully use the strategies when discussing text that was read together in class. However, due 

to their grade level and lack of exposure to these types of strategies, we spent more time in the 

modeled, guided, and independent practice phases of each step of the TAS.  Therefore the 

students did not use the strategies on their own during the pilot study. 
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I taught my fifth grade students using reciprocal teaching.  Due to their grade level and 

exposure to use of strategies when reading, we did not spend a great deal of time in the modeled, 

guided, and independent practice phases of each step of reciprocal teaching.  Therefore, the 

students were able to begin leading the sessions during the pilot study.  The students were able to 

successfully lead discussion on small portions of the text we were reading; at first using their 

interactive word walls to guide them through the steps, and later without the use of their word 

walls.  Students experienced success in leading the discussion with text read aloud and with text 

read independently.  The discussion seemed to aid the students in understanding.  Another 

teacher who also worked with these students in a small group setting reported that the students 

would use strategies learned in my group (reciprocal teaching steps) when working with her – 

demonstrating that with repeated use, students use the steps on their own in other settings.    

   

Current Study 

Before beginning the study, students were introduced to the term metacognition and its 

meaning.  The researcher provided an explicit explanation of metacognition and discussed with 

students the importance of continually monitoring their understanding of what they are reading.  

The researcher lead the students in determining that understanding what is read is the most 

important part of reading.  Also prior to beginning the study, the researcher and students 

previewed and discussed the ScienceSaurus (Proujan, 2005) so that students would be familiar 

with how the material is presented in the text.  Participants received instruction in either the TAS 

or reciprocal teaching.  Participants in this study constructed and completed interactive word 

walls that contained the steps in the strategy they were learning, explanations of each step, and 

an example of each step being completed (Jackson & Ash, 2011). According to Jackson and Ash 
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(2011), interactive word walls aid students in understanding information because the students 

construct the word walls and provide their content.   

ScienceSaurus (Proujan, 2005) was the text that was chosen to be used in the study.  I 

determined that ScienceSaurus (Proujan, 2005) is at a fifth grade level.  I did this by typing text 

from ScienceSaurus (Proujan, 2005) pages 159-161 and 244-245 into the website, 

http://www.readabilityformulas.com/free-readability-formula-tests.php.  I chose to proceed with 

the use of this text for two reasons.  The first reason was that students used this text in their third 

and fourth grade science classes.  Due to the previous use of this text, the students were familiar 

with how information is presented in the book, and therefore they should have had some level of 

comfort with using the book.  The second reason for proceeding with this text was that the pages 

selected for use discussed topics the students had already studied and been tested on during their 

fourth grade school year.  If students had discussed and been tested on the pages and topics 

selected to be used in the study, they would have an understanding of the scientific concepts 

explored on these pages.  Possessing an understanding of the scientific concepts would enable 

the students to focus their attention on learning and using the steps in the metacognitive 

strategies.  A nonfiction text was chosen because most research using reciprocal teaching was 

conducted with expository text.  The students used pages from the ScienceSaurus (Proujan, 

2005) during the instructional sessions and the first independent practice session of the study.  

However, the text was changed after the first independent practice session, because students did 

not understand the science concepts being discussed even though they had been studied 

previously.  The participants struggled with using the steps in the strategies, because they were 

unsure about the scientific concepts, and could not attend to monitoring their understanding of 

the text. 

http://www.readabilityformulas.com/free-readability-formula-tests.php
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After this struggle, I sought to find a text that would not contain concepts so foreign to 

the students that they were unable to participate in discussions about the text.  I also determined 

that it would be best to read the same text throughout the remainder of the study to provide 

consistency for analysis of data.  There were no nonfiction texts in the Knight Elementary 

literacy library that would be long enough to last through the remainder of the study, so the text 

was changed to Fudge-a-Mania (Blume, 1990) which is a fictional fourth grade level book taken 

from the Knight Elementary literacy library.  According to Hashey and Connors (2003) 

reciprocal teaching is used most often with nonfiction text, but they have seen reciprocal 

teaching used successfully with fictional texts.  The participants read this book during ESL pull 

out time for most of the fall semester, so they were familiar with the text.  However, they had not 

read the book since before Winter Break.  In order to reacquaint the students with the story they 

each invited a friend for lunch with me, and during this working lunch, I read aloud to the 

students and discussed the text with them.  Pages 22 through the middle of 32 were read and 

discussed.  Reading and discussing these pages allowed us to pick up reading where the students 

had stopped, and it allowed us to read enough of the text to reacquaint the students with what 

was happening in the story. 

 

Think Aloud Strategy 

Prior to receiving instruction in the TAS, students took the pretest silently by themselves.  

The procedure for instruction in the TAS was modeled after the procedure used by McKeown 

and Gentilucci (2007).  However, instead of employing only “explicit teacher modeling” (p. 141) 

as in McKeown and Gentilucci (2007), the current study used gradual release of responsibility 

as discussed in Pearson and Gallagher (1983).  I decided to provide this type of instruction 
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because it included teacher modeling or thinking aloud when each step was introduced, but it 

also involved additional elements that would allow the participants to begin using the steps as 

they were taught, which enabled me to check for understanding as each step was introduced.  For 

example, use of the gradual release of responsibility framework included a teacher-guided 

portion of instruction.  This “guided practice” (Pearson & Gallagher, 1983, p. 35) gave the 

students in the group an opportunity to practice what was being learned while still being 

supported by the researcher.  After taking part in guided practice, the students had an opportunity 

to practice using the steps of the strategy on their own, with minimal teacher support.   

Training in the TAS took place in a small group of two students and one teacher who was 

the researcher.  It began with me demonstrating the activities to be used. Activities in this 

adaptation of the TAS included paraphrasing what is read, developing teacher type questions 

about the text, clarifying information found in the text, and making predictions about information 

in the text. Training took place for 40 minutes three times a week during pull out ESL instruction 

and continued for the first two weeks of the study.  The training consisted of specific instruction 

in TAS and followed the steps listed below. A more detailed explanation of the steps followed is 

found in Appendix A.   

 

Procedure for Think Aloud Strategy Instructional Sessions 

• First instructional session  
o Explain the TAS.  
o Begin individual interactive word walls for the TAS (Jackson & Ash, 2011).   
o Provide instruction in paraphrasing. 
o Work together to complete the paraphrasing portion of students’ interactive 

word walls (Jackson & Ash, 2011).   

• Second instructional session  
o Provide instruction in asking questions.  
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o Work together to complete the asking questions portion of students’ 
interactive word walls (Jackson & Ash, 2011).   

• Third instructional session   
o Provide instruction in how to clarify information.  
o Work together to complete the clarifying information portion of students’ 

interactive word walls (Jackson & Ash, 2011).   

• Fourth instructional session   
o Provide instruction in making predictions.  
o Work together to complete the making predictions portion of students’ 

interactive word walls (Jackson & Ash, 2011).   

• Fifth instructional session  
o Lead students in using the TAS to aid in understanding multiple portions of 

text. 

Students began practicing the TAS during the third week of the study and this practice 

concluded during the fourth week of the study.  Students used the ScienceSaurus (Proujan, 2005) 

when practicing the think aloud strategy during the first independent practice session.  In 

subsequent sessions students used Fudge-a-Mania (Blume, 1990).  Students were able to refer to 

their own interactive word walls (Jackson & Ash, 2011) for reference on the steps if needed.  

Students practiced the steps alone and in pairs.  As in McKeown and Gentilucci (2007), prompts 

were used to monitor student use and understanding of the strategies.  Students answered out 

loud to prompts that included questions to elicit use of the strategies like, “What do you think 

will happen next?” or “Do you understand what the author is saying?” or “Tell me what you are 

thinking.”  These prompts can be found in Table 4.  At the end of the fourth week the posttest 

was given.  Independent practice sessions for students using the TAS followed the steps listed 

below.  Please see Appendix B for a more detailed explanation of the steps followed.   
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Table 4 

Teacher Prompts for Independent Practice of Think Aloud Strategy  

• What do you think will happen next? 

• Would you like to make a prediction?  

• Do you want to clarify anything? 

• Did you need to make anything clear?  

• Was there anything you didn’t understand? 

• Do you understand what the author is saying? 

• Did you understand everything?   

• Was there anything you needed to clarify? 

• Tell me what you are thinking. 

• What are you thinking right now, as you’re reading? 

• Why don’t you try to put in your own words? 

• Try to put it try to paraphrase it, or put it in your own words. 

• Would you like to paraphrase anything else? 

• Did you want to do a teacher-type question? 

• Anything else you want to ask yourself? 

• Would you like to use any of the strategies now? 

• What else do you want to do? 

• Any other strategies you’d like to use? 

• Anything else you want to add? 

• Any other steps you want to use? 

• Anything else you’d like to say?  

• Anything else? 

 

Procedure for Think Aloud Strategy Independent Practice Sessions 

• First independent practice session  
o Make an audio recording of the participant using the TAS.   
o While the participant is being recorded, have the nonparticipant read and 

practice the steps in the TAS using a fluency phone. 



52 
 

o After the students have completed the activities above, have them read and 
work together to practice the steps in the TAS.  

• Second independent practice session  
o During the first half of this session have students read and practice using the 

TAS together.   
o During the second half of this session students and researcher read chorally 

and work together to use the TAS to understand a portion of text. 

• Third independent practice session  
o Make an audio recording of the participant using the TAS.   
o While the participant is being recorded, have the nonparticipant read and 

practice the steps in the TAS using a fluency phone. 
o After the students have completed the activities above, have them read and 

work together to practice the steps in the TAS. 

• Fourth independent practice session  
o During the first half of this session have students read and practice using the 

TAS together.   
o During the second half of this session students and researcher read chorally 

and work together to use the TAS to understand a portion of text.   

• Fifth independent practice session  

o Make an audio recording of the participant using the TAS.   
o While the participant is being recorded, have the nonparticipant read and 

practice the steps in the TAS using a fluency phone. 
o After the students have completed the activities above, have them read and 

work together to practice the steps in the TAS. 
 

Reciprocal Teaching  

Students receiving instruction in reciprocal teaching took the pretest by themselves prior 

to beginning this instruction.  The procedure for instruction in reciprocal teaching was modeled 

after the procedure used by Palincsar and Brown (1984).  Instruction in reciprocal teaching took 

place in small groups of three students and one teacher, and it began with the researcher 

demonstrating the activities to be used as in Palincsar and Brown (1984). However, instruction in 

the current study differed in that the steps were taught separately, and students had the 
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opportunity to practice each step as it was taught.  Guidance was provided in this manner, based 

on research by Paris et al. (1984) asserting the benefit of teaching strategies, “directly” and 

“explicitly” (p. 1242) to students.  Therefore, steps were taught independently using a gradual 

release of responsibility framework (Pearson & Gallagher, 1983).  The researcher began by 

modeling or thinking aloud as she used the step being taught.  Then the researcher guided the 

participants as she worked with them to practice the step.  Finally, the participants practiced 

using the step on their own with minimal teacher support.  Activities included in reciprocal 

teaching are, “summarizing (self-review), questioning (making up a question on the main idea), 

clarifying, and predicting” (p. 124). Strategy instruction took place for 40 minutes three times a 

week during pull out ESL instruction and continued for the first two weeks of the study.  The 

steps below were followed when providing this reciprocal teaching instruction to the 

participants.  For a more detailed explanation of the steps, please see Appendix C.   

 

Procedure for Reciprocal Teaching Instructional Sessions 

• First instructional session  
o Explain reciprocal teaching.  
o Begin individual interactive word walls for reciprocal teaching (Jackson & 

Ash, 2011).   
o Provide instruction in asking teacher-type questions. 
o Work together to complete the asking questions portion of students’ 

interactive word walls (Jackson & Ash, 2011).   

• Second instructional session 
o Provide instruction in summarizing what is read.   
o Work together to complete the summary portion of students’ interactive word 

walls (Jackson & Ash, 2011).   

• Third instructional session  
o Provide instruction in making predictions. 



54 
 

o Work together to complete the making predictions portion of students’ 
interactive word walls (Jackson & Ash, 2011).   

• Fourth instructional session  
o Provide instruction in clarifying information.   
o Work together to complete the clarifying information portion of students’ 

interactive word walls (Jackson & Ash, 2011).   

• Fifth instructional session  
o Lead students in multiple reciprocal teaching discussions. 

During Weeks 3 and 4 of the study, I introduced the material to be read in the 

ScienceSaurus (Palincsar and Brown, 1984; Proujan, 2005) by reading the title and having 

students use it to predict what the information to be read might entail.  When students were 

reading Fudge-a-Mania (Blume, 1990) material to be read was introduced by having the students 

provide a brief recap of what was read and discussed the day before.  With the introductions 

complete, I assigned a short piece of text to be read silently and a student in the group to be the 

teacher for that segment of text.  Segments of text were determined by identifying what seemed 

to be natural stopping points in the text.  When serving as the teacher students began with a 

teacher-type question about the text.   Next the student as teacher provided a summary of the text 

segment and made a prediction about the text.  Finally, the student as teacher sought clarification 

if necessary.  Students were able to refer to their own interactive word walls (Jackson & Ash, 

2011) for reference on the steps if needed.  Also, during reciprocal teaching sessions the 

researcher offered direction and comments appropriate for each student as in Palincsar and 

Brown (1984).  Students were prompted with statements and questions like “Think of a question 

your teacher might ask.” or “A summary only has the most important pieces of information.”  

The researcher also provided comments to let students know when they did a good job along 

with comments like “I would have asked…” or “I would have included…” to help students 

improve their understanding of the text and the reciprocal teaching strategies.   These prompts 
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can be found in Table 5.  As in Palincsar and Brown (1984), students were told that the 

reciprocal teaching strategies they were learning could be used any time they are reading to help 

them understand what they are reading. The posttest was given during the last session. 

Independent practice sessions for students using reciprocal teaching followed the steps listed 

below.  More detailed steps can be found in Appendix D.   

Table 5 

Teacher Verbal Prompts for Independent Practice of Reciprocal Teaching 

• So do you want to do a summary?  

• Have you given us a summary?  

• Just tell us what’s most important…  

• Just tell us the most important things off of this page.  

• Remember just the most important stuff… 

• Is there anything else important you think you need to add? 

• The only thing I would’ve included is that… 

• Very nice job on the summary. 

• Can I help you come up with one that’s like a question? 

• Next time just work and see if you can make it into a question. 

• Can you give one more question that I might ask?   

• Next time, you might try asking a question that’s not part of the sentence; so you’re not completing 
the sentence out of the text. 

• Can you think of a question your teacher might ask?   

• Next time just work and see if you can make it into a question. 

• Would you like some help with a teacher-type question?   

• You also want to try to ask a question where we have to think.   

• How and why questions help us think. 

• Remember I said “how” and “why” questions are good because they get you thinking. 

• I would have asked… 

• I like the idea, though, of picking out something that you thought was important.  

• Nice question because you had to think about it. 

(table continues) 



56 
 

• Ok so I like your question.   

• What I really like is that you knew that was important because I agree with you, that’s important. 

• Nice question. 

• Is there something that you would like clarified?   

• You can ask us a question if there’s something that you would like clarified. 

• You could clarify that for him. 

• Do you want to make a prediction?   

• What do you think the author’s going to talk about next? 

• Any other prediction… 

• What do you think the rest of the page is going to be about? 

• What do you think it’s going to be about? 

• Ok, that’s very possible.  I like that prediction. 

• Did you want to do… 

• So maybe you could have said… 

• What about let’s address that step. 

 

Procedure for Reciprocal Teaching Independent Practice Sessions 

• First independent practice session  
o Make audio recordings of each participant leading reciprocal teaching 

discussions.   

• Second independent practice session  

o Have each of the three students take turns leading reciprocal teaching 
discussions.   

• Third independent practice session  
o Make audio recordings of each participant leading reciprocal teaching 

discussions.   
o Students participate in a third, not recorded, reciprocal teaching discussion led 

by the nonparticipant. 

• Fourth independent practice session  
o Have each of the three students take turns leading reciprocal teaching 

discussions. 

• Fifth independent practice session  
o Make audio recordings of each participant leading reciprocal teaching 

discussions.    
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Data Collection Methods 

The three types of data collected were used to paint a “thick description” (Geertz, 1973, 

p. 6) of students’ experiences with instruction in metacognitive strategies and use of the 

metacognitive strategies.  After receiving instruction in either TAS or reciprocal teaching, 

students practiced using those strategies independently utilizing the same text used during 

modeled and guided practice for the first independent session and a text the students had been 

reading first semester during subsequent independent practice sessions.  The reason for this 

change was detailed earlier.  Independent practice occured during five of the 40-minute sessions.  

The first type of data collected was transcripts of audio recordings of students using think aloud 

strategy and students conducting reciprocal teaching sessions. The first recordings were made on 

the first day of practice.  To track progress using the strategies, additional recordings were made 

on the third day of practice and the fifth day of practice.  Polkinghorne (2005) points out that in 

qualitative inquiries, data is collected to supply information about the experience being 

examined.  He goes on to note that frequently, the information collected is oral, and researchers 

transcribe the information so that it is in writing.  As in Palincsar and Brown (1984) audio 

recordings were used to note “qualitative changes” (p. 131).   

The second type of data collected was transcripts of audio-recorded student interviews.  

The interviews were used to capture students’ understanding of the strategies and their purpose 

as well as students’ feelings about using the strategies.  The three interviews occurred during 

individual station time on days the students did not receive pull out ESL instruction.   The first 

interview took place the day after the first practice session.  The next interview took place the 

day after the third practice session, and the final interview took place on the day after the fifth 

practice session.  Students had their interactive word walls with them during each interview.  
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Transcripts of the audio recordings of students using TAS and students conducting reciprocal 

teaching sessions were compared with transcripts of the audio-recorded interviews in order to 

compare what takes place while students are using the strategies and students’ perceptions about 

the strategies.  Interview questions are listed in Appendix E.  Use of this method of data 

collection is appropriate because, according to Polkinghorne (2005), using interviews is common 

in qualitative research.  Polkinghorne also notes that using transcripts of audio recorded 

interviews is appropriate in qualitative research because viewing the interview in writing makes 

it possible for researchers to conduct the in-depth data analysis necessary in qualitative research.  

Pre- and posttests comprised the third type of data.  Prior to receiving metacognitive 

strategy instruction students completed a pretest.  The day after the final practice students took a 

posttest.  For the pretest students read and completed the first 19 questions of the 2016 released 

State of Texas Assessment of Academic Readiness (STAAR) third grade reading test (TEA, 

2016).  The posttest consisted of the last 21 questions of the same test. The third grade test was 

used because participants’ instructional reading level was fourth grade, so the fourth grade test 

would not be an appropriate assessment of their independent reading ability. Passages from the 

STAAR test were used because students in Texas are expected to successfully read and answer 

questions similar to these each spring to demonstrate their learning. Though the tests were used 

for educational purposes, I purchased three copies of this released test in order to avoid any 

copyright infringement.  Collecting this type of data allowed changes in reading comprehension 

to be seen.  It also allowed for analysis of written strategies used while completing the test.  Data 

collected from pre- and posttests is typically used in quantitative research, but, according to 

Poole (2012), using a typically quantitative measure in a qualitative manner is acceptable due to 
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the limited amount of students participating in the study and the desire of the researcher to 

provide a “thick description” (p. 396) of the impact of metacognitive strategy instruction.  

 

Data Analysis 

Deductive thematic analysis was used to analyze data.  As noted by Braun and Clarke 

(2006), a deductive thematic analysis is guided by the researcher’s area of concern regarding the 

topic.  My experience teaching metacognitive strategies to L2 learners served as a sensitizing 

concept and helped me determine a theoretical framework for the study that related to my area of 

interest in the topic.  I approached the deductive thematic analysis through the lens of the 

analytical framework of engagement perspective of reading.  Guthrie et al. (2004) noted four 

assertions of engagement perspective.  The first of these assertions is that engaged readers are 

self-driven to construct understanding while reading by using mental strategies and group 

discussions.  The next assertion is that engaged readers are successful in understanding what is 

read.  Another assertion is that targeted, energetic instruction can boost instances of engaged 

readers.  A final assertion of engagement perspective is that instruction combining support in 

mental strategies and strategies to support self-driven actions boosts the number of engaged 

readers who understand what they are reading.   

Along with the sensitizing concept and information about the engagement perspective of 

reading, I used information from Carrell et al. (1989) to help me determine a priori themes for 

the thematic analysis.  Carrell et al. found that students instructed in one or the other of two 

metacognitive strategies saw growth in reading comprehension when compared to a control 

group.  Results from the study also show that both metacognitive strategies were beneficial, but 

the extent of the benefit was linked to how the understanding of text was assessed (Carrell et al., 
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1989).  The a priori themes I developed using this information were: student is engaged in the 

text, student is not engaged in the text, improvement in comprehension of text is seen, and no 

improvement in comprehension of text is seen.  Data ultimately guided the analysis process, so 

the process that began as deductive became inductive and the a priori themes were altered and 

other themes were added as necessary during data analysis. Final themes were corroborated 

through the triangulation of information from the three data collection methods.   

When analyzing the data I followed the steps outlined by Braun and Clarke (2006).  I 

began by addressing the first step in thematic analysis, which is becoming familiar with the data.  

In order to become familiar with the data, I listened to all audio recordings and compared them to 

the transcripts, making changes as necessary.  Then I reread the transcripts of the students using 

reciprocal teaching, and TAS reading each student’s transcripts in successive order.  As I read, I 

made notes of trends that fit the a priori themes as well as trends that did not fit these 

predetermined themes.  After noting trends in individual student use, I compared the transcripts 

to note trends among students.  Compelling aspects of the data were also noted. Once this was 

completed, I began the same steps with the interview transcripts.   

Repeating the previous procedures, I reread the transcripts of student interviews, reading 

each student’s interviews in successive order.  As I read, I looked for trends across individual 

student’s interviews noting trends that fit a priori themes and trends that did not fit the 

predetermined themes. Then I compared the transcripts to look for trends in responses between 

students.  I also noted compelling aspects of the data.  Throughout the data analysis process I 

continued to listen to audio recordings of student interviews and audio recordings of students 

leading reciprocal teaching sessions and using the TAS.  Doing this enabled me to reflect on 

subtleties that were not able to be captured by transcription.        



61 
 

After completing the steps above and becoming knowledgeable about my data, I moved 

to the second step outlined by Braun and Clarke (2006), which is coding the data. Braun and 

Clarke (2006) suggest first creating codes for every piece of data.  These researchers define 

codes by saying, “Codes identify a feature of the data (semantic, content, or latent) that appears 

interesting to the analyst…” (p. 88).  To complete this step I reviewed all of the data; pre- and 

posttests, interview transcripts, and transcripts of students leading reciprocal teaching sessions 

and using the TAS, and I made notes of the most important features as they related to my interest 

in the data.  I also reviewed the notes I made about trends and compelling aspects of the data.  

The initial codes were developed from a compilation of all of the notes taken about the data.  

Since I was coding by hand, I typed codes and notes by each data extract.  Multiple examinations 

of the data were required to complete this step, and as Braun and Clarke (2006) explain, some 

data extracts were coded more than one time.  The initial codes can be seen in the codebook in 

Appendix F.   

Once initial codes were determined, I moved to the third step of thematic analysis, which 

involved categorizing coded extracts into possible themes (Braun & Clarke, 2006).  I placed all 

of the initial codes in one document.  Then I began grouping like codes together. As with earlier 

steps it required working through the data multiple times until all of the codes were placed into 

groups that I felt would support similar themes. When the grouping of codes was completed, I 

created new documents for each group of codes, and I placed the data extracts for each code in 

these new documents.  Doing this ensured that each coded data extract was placed with similarly 

coded data extracts.  I then began identifying the themes for the groups of codes.  There were 

times when, as mentioned in Braun and Clarke (2006), the codes became the theme and other 
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times when the codes were reviewed and possible themes were developed to encompass a group 

of codes.  See Appendix F for initial themes. 

Once step three was completed I moved to step four which involved a reexamination of 

possible themes and data extracts to ensure that the possible themes represented the data extracts 

and that the data extracts supported the possible themes (Braun & Clarke, 2006).  At this point I 

realized that some of the possible themes were adequate descriptions of the data.  I also realized 

that some of the possible themes I had identified could be combined.  Once the themes to be 

combined were determined, I placed those themes and their supporting data extracts in 

documents together.  I then reexamined the data to identify and develop themes that would 

represent the data I had combined.  See Appendix F for current themes.  After another inspection 

of the data extracts and themes, I realized that additional themes could be combined.  I made 

those changes, and then I reexamined the data as to identify and develop themes for the newly 

combined data.  I determined that the themes adequately represented the data. Then I began work 

on the fifth step of thematic analysis which was to establish final names for each of these final 

themes (Braun & Clarke, 2006).   

To complete step five, I provided details to explain each theme, and I established final 

names for each final theme (Braun & Clarke, 2006).  The final themes were: student strategy use, 

student response to strategy, other strategies used, and declines to use the steps in the strategy.  A 

review of these final names led to the conclusion that they should be more specific.  I revised 

them to be more specific and in doing so, I used words the participants might have used.  These 

revised final names were: talking like a teacher, I know what I know, established strategies, and 

declines to use the steps in the strategy.  Once the fifth step was completed, I began work on the 

sixth and final step of thematic analysis.  I added data extracts that supported the themes, and I 
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provided details to explain and give context for the data extracts.  I then examined the chosen 

data extracts to be sure they provided rich illustrations of each theme. After presenting the 

findings via the determined themes, I connected the findings to research presented earlier in the 

study.  Finally, I pondered the relationship between each theme and the analytical framework of 

engagement perspective and provided a discussion of information about these relationships. 

 

Trustworthiness 

Lincoln and Guba (1985) developed trustworthiness as one criterion for appraising a 

qualitative study.  This study addressed the four criteria for determining trustworthiness.  The 

first criterion is transferability, or the capability to transfer results to new situations.  The use of 

native Spanish speaking participants in the study aids in transferability of this study.  The next 

criterion is confirmability, or whether the conclusions presented are based on data and not 

influenced by researcher leanings (Lincoln & Guba, 1985).  Triangulation of information gleaned 

from the three data collection methods aided the researcher in drawing conclusions based solely 

on the data collected (Anfara, Brown, & Mangione, 2002).  The types of triangulation used were 

data triangulation, specifically time triangulation and the within methods type of methods 

triangulation.  Kimchi, Polivka, and Stevenson (1991) describe data triangulation as a type of 

triangulation that seeks confirmation by employing the use of similarly focused sources of data 

that allow for the acquisition of varied points of view regarding a designated subject matter.  

These authors continue with a description of time triangulation that states this type of 

triangulation involves the use of data gathered at different times that details the same subject 

matter.  The use of time triangulation was appropriate, because the recordings of students 

conducting reciprocal teaching sessions and using the TAS were done three times over the course 
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of the study as were the participant interviews.  The current study also employs the within 

methods type of methods triangulation which is detailed by Kimchi et al. (1991) as employing 

more than one way of gathering data that are related and that investigate the same subject matter.  

The use of within methods type of methods triangulation was appropriate because three types of 

data were collected in the current study, and each type was used to investigate the same subject 

matter.  As suggested by Lincoln and Guba (1985), peer debriefing was used to address the 

credibility of the study by establishing that the meaning of the data constructed by the researcher 

is acceptable to others.  For example, another educator read and commented on the findings 

shared by the researcher.  This literacy educator has a total of 39 years of teaching experience.  

During these 39 years this educator taught in multiple grade levels.  She taught preschool for 15 

years and kindergarten for 19 years.  This educator also taught first grade for two years, third 

grade for one year, and fourth grade for two years.  Due to the various grade levels she taught, 

this educator possesses varied experience with regard to students’ reading.  She has worked with 

students prior to their learning to read, she taught students to read, and she helped students who 

were beginning to learn from what they read.  Finally, this study addressed the criterion of 

dependability by, as noted by Anfara et al. (2002), presenting specific information related to data 

analysis and by creating an audit trail (Lincoln & Guba, 1985).  For instance, the evolution of 

the coding process is presented as a codebook found in Appendix F.  Table 8 is included in 

Appendix G to provide information about the data collection process.  This table highlights the 

relationship between the data collected and the research questions.  Also presented in this table 

are the days in the study when each type of data was collected.  In addition copies of participant 

IRIs and pre- and posttests are included in Appendix H and Appendix I respectively.  It should 

be noted that due to the length of the pre-and posttest, only the cover page is included.  All of 
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this information is included in the audit trail to show how the researcher strove to be transparent 

throughout the study.  
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CHAPTER 4 

FINDINGS 

The lack of qualitative research on elementary L2 learners provided the need for this 

study to focus on metacognitive strategy instruction for elementary age L2 learners.  The 

qualitative approach supplied a comprehensive picture of the patterns that emerged when L2 

elementary students used metacognitive strategies during literacy instruction.   

This study’s probe of elementary school L2 students’ use of metacognitive strategies is 

meant to supply educators with information about the effect of providing metacognitive strategy 

training for L2 learners.  Teachers can begin providing metacognitive strategy instruction to L2 

elementary students if these strategies show effectiveness in improving reading comprehension 

in the selected students.  Therefore, this study is essential in determining if metacognitive 

strategy instruction is an effective method of reading instruction for L2 learners.   

A multiple case study is used to present the findings which share themes revealed from 

using thematic analysis to examine data collected through audio recordings, interviews, and pre- 

and posttests.  The following question guided this exploration: In what ways do elementary 

bilingual students use metacognitive strategies during literacy instruction? The following sub 

questions provided further guidance for this exploration: 

1. What patterns emerge when elementary bilingual students use reciprocal teaching
during literacy instruction?

2. What patterns emerge when elementary bilingual students use the think aloud strategy
during literacy instruction?

3. What emerging patterns are similar/different when elementary bilingual students use
reciprocal teaching or the think aloud strategy during literacy instruction?

To answer Sub question 1, I used thematic analysis to analyze transcripts of audio recorded 

sessions of participants conducting reciprocal teaching sessions and transcripts of interviews 
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conducted with the participants.  Thematic analysis was also used to examine the participants’ 

pre- and posttests.  The steps taken to answer Sub-question 2 were similar to those for Sub-

question 1.  Using thematic analysis, I examined transcripts of audio recordings of the participant 

using think aloud strategy (TAS) and transcripts of interviews conducted with the participant.  I 

also used thematic analysis to examine the participant’s pre- and posttests.  To answer Sub-

question 3, I compared the themes revealed from analysis of data related to TAS to the themes 

revealed from analysis of data related to reciprocal teaching.  In doing this, I noted similarities 

and differences.   

In this chapter the findings from data analysis are presented.  As mentioned above, these 

findings are presented in the form of a multiple case study.  Themes for each case are presented 

following the introduction of that case.  The themes for the reciprocal teaching participants, 

Maria and David, are presented and explained first.  Then the themes identified for the TAS 

participant, Sally, are discussed.  Once the like themes for each case are presented they are 

compared.  At this time differences are identified and discussed.   

 

Reciprocal Teaching 

Analysis of the data pertaining to participants’ use of reciprocal teaching revealed several 

themes.  These themes are: talking like a teacher, I know what I know, and established strategies.  

Table 6 contains a list of these themes along with a definition of each theme and an example 

from the data that supports each theme. 
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Table 6 

Reciprocal Teaching Themes with Examples 

Themes Examples 
Talking Like a Teacher 
When using reciprocal teaching, the discussion aided 
students’ understanding of the text.  Use of the strategy 
also brought about changes in students’ comprehension.  
Students were involved in the text, and they were willing 
to take the risks involved in using reciprocal teaching. 

1  T:  Great.  Ok Maria.  We’re ready. 
2  M:  Teacher type of question.  Mmm who said we are never going to find him?  
We never going to find him never ever.  Who said that? 

3  D:  Fudge? 

4  M:  Nope.  Fudge didn’t said that. 

5  D:  Oh no  

6  I:  Pete.   

7  M:  Yes she said that. 

8  D: Pete? 

9  M:  And – yea.  Pete.   

10  I:  HE said that. 

11  M:  Look if you stopped for cocoa at every house, we’re never going to find 
him.  Never never.  Fudge started crying.   

12  D:  Yea but who  

13  I:  Pete said that. 

14  M:  I know he said it.   
I Know What I Know  
The students demonstrated an understanding that it is 
important to comprehend what they read and that using 
the steps in reciprocal teaching can help them understand 
what they are reading.   

T:  Why is it important to make sure you understand what you are reading? 
M:  Cause if you don’t you will um um when you read something you w- and the 
teacher asks you questions of something, you won’t understand, and when you use 
your repocal (reciprocal?) (unintel) teaching and uh you need to ask something, 
you would then understand why you gonna do. 

Established Strategies 
The students came to the study knowing and using 
strategies other than those taught in the study. 

T:  What goes on in your head while you are reading? 
M:  Mmmm sometimes I put the words in my head, or sometimes I picture some 
pictures in my head, like to remind me what I’m gonna do, or say.  
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During independent practice sessions the two participants along with the nonparticipant 

in the group took turns leading discussion by using the reciprocal teaching steps.  While leading 

the sessions, students were encouraged to take charge of all aspects of the discussion as if they 

were the teacher.  Students leading the discussion were required to address each of the four steps 

of reciprocal teaching which includes asking a teacher type question, summarizing the text, 

clarifying difficult text, and making a prediction about what would happen next. Though they 

were required to address each step, they were allowed to choose the order in which the steps 

would be addressed. If the student leader for the session could not develop a response for one of 

the steps, they were reminded to ask other students for help.  Themes revealed from analysis of 

data pertaining to students’ use of reciprocal teaching are discussed below.  Data extracts taken 

from transcripts of reciprocal teaching sessions and from transcripts of interviews are included in 

the discussion to support the themes revealed.  Information gained from examination of students’ 

pre- and posttests are also included to provide further support for the themes. 

 

The Case of Maria 

Maria is a social student who is involved in classroom interactions.  She is well-liked by 

her peers, and is somewhat of a leader.  She tends to focus more on the social aspects of school 

than on the academic aspects.  Maria is often unsuccessful when completing work on her own.  

She did not pass the math STAAR Test in third grade or the reading STAAR Test in third grade.  

When taking the TELPAS online reading test in third grade Maria scored intermediate.  The 

TELPAS reading test evaluates students’ ability to read in English, and a score of intermediate 

indicates that Maria is still acquiring English, and that gaps in her English language acquisition 

might be having an impact on her ability to read in English.  Also in third grade, Maria was 
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holistically rated in the domains of listening, speaking, and writing.  She scored advanced in the 

listening domain and intermediate on both the speaking domain and the writing domain.  These 

ratings gave her a total language or composite language score of intermediate when she was in 

the third grade.  According to the descriptors provided by the Texas Education Agency’s (TEA) 

Educator Guide – TELPAS, students with an English language proficiency level of intermediate 

display the following characteristics:  

Intermediate students do have some ability to understand and use English. They can 
function in social and academic settings as long as the tasks require them to understand 
and use simple language structures and high-frequency vocabulary in routine contexts. 
(TEA Student Assessment Division, 2017, p. 8) 
 

Based on this description, Maria’s receipt of an English proficiency level of intermediate 

indicates that in addition to impacting her ability to read in English, gaps in Maria’s English 

language acquisition might be effecting her academic performance as a whole since, beginning in 

second grade, all of Maria’s classroom instruction has been in English.   

I placed Maria in the reciprocal teaching group because when I observed her during large 

group instruction, she was always an active participant.  Maria appeared to listen attentively 

when Mrs. Smart was providing instruction, and she often asked questions and volunteered to 

answer questions.  Likewise, when I worked with Maria in a small group for pull out ESL 

instruction, she never hesitated to participate during the activities I planned.  She listened when I 

shared information, and she also shared her own ideas for how to understand what we were 

reading.  For example, when we started reading Fudge-a-Mania (Blume, 1990) in the fall of the 

year, the students had trouble distinguishing between all of the characters.  Maria asked if we 

could make a list of the characters names and who they were in the story.  Maria’s active 

participation was an important consideration for determining that she would receive training in 

reciprocal teaching because of the significance of taking part during reciprocal teaching 
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discussions.  During reciprocal teaching, students must either lead discussions or must be active 

participants, so I selected students with a natural inclination towards these two requirements as 

participants in the reciprocal teaching group.    

Data extracts taken from transcripts of Maria’s turns leading reciprocal teaching sessions 

and transcripts of her interviews are used to support the themes determined from examination of 

the data.  Information regarding her pre- and posttest performance is also used to support these 

themes. 

 

Talking Like a Teacher 

Students Take Risks 

Maria was willing to take the risk involved in leading and actively participating in 

reciprocal teaching discussions.  Data extracts taken from the transcript of her leading discussion 

on Day 1 exemplify this willingness to take risks.  The portion of text Maria discussed on Day 1 

came from the ScienceSaurus (Proujan, 2005) and covered the scientific topics of force, mass, 

and motion.  In this piece of text the explanation of force and motion is expanded to include 

impacts of varying amounts of force on motion along with the impacts of gravity and friction on 

motion.  The significance of mass in relation to force and motion is also included in the 

explanation. Though Maria struggled with understanding this scientific concept, she was willing 

to share a summary.  When the pieces of Maria’s summary are pulled out, her overall 

understanding of the concept can be seen.  This can be seen in Lines 1, 4, 6, and 10, “Um it’s 

important that um that um that like um… That you understand of the, of force, mass and motion 

and… And pulling or pushing applies as applies a force of the object… And it depends how 

much force applied actually more of us than of force of applies it has in…”  However, when 



72 
 

looking at the transcript of this section in its entirety, the amount of teacher prompting needed to 

support this summary is extensive.  Below is the excerpt in its entirety which shows Maria’s 

summary and the prompts I provided to help her develop the summary. 

Line # Speaker  

1 M Um it’s important that um that um that like um 
2 I Talk in the microphone. 
3 T She’s fine.  Keep on going, Maria.  It’s important that what? 
4 M That you understand of the of force, mass and motion and 
5 T Ok 
6 M And pulling or pushing applies as applies a force of the object 
7 T Ok pulling or pushing applies a force to the object. Um anything else? 
8 M No 

9 T Do you want to say anything about how much pulling or pushing you 
add?  Does that make a difference? 

10 M And it depends how much force applied actually more of us than of 
force of applies it has in  

11 T Hmm? 
12 I That’s all 
13 T You don’t want to talk about the amount? 
14 M Nnn  

 

Despite breaks in her understanding of the text, Maria took a risk and provided a summary of 

what she read.  When she took a risk and worked to summarize the text, Maria’s summary 

showed that she was able to gain some understanding of what she read though she lacked an 

understanding of the scientific topic being discussed.    

Maria’s willingness to share a summary even though she was unsure about the material 

becomes even more illustrative of willingness to take risks when examining her answers to 

interview questions.  During her first interview, I asked Maria which step she liked the least.  Her 
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reply indicated that she liked summarizing the least because she found it difficult to compose a 

summary.   

Um kind of the summary cause it’s kind of hard to think and sometimes I can’t think 
little.   
 

Just as she composed a summary of the text pertaining to force, mass, and motion even though 

she was not completely comfortable with the information, Maria did not hesitate to ask a teacher 

type question about the same information.  The question, “What motion of an object will it 

change only.  What’s what motion of an object will change only…” also seen in Lines 2 and 4, is 

part of a sentence from the text.  Maria wants the other students to complete the sentence.  When 

I realize that it is a sentence completion question, I stop Maria and suggest some ways to make 

the sentence completion question into a question that will elicit more discussion.    

Line # Speaker  

1 T Ok. Um let’s go to the next step. 
2 M What motion of an object will it change only.  
3 T Ok can you say that one more time?  What… 
4 M What’s what motion of an object will change only  
5 T What motion of an object would change only 
6 T Are you doing are you wanting them to finish the sentence? 

7 T Ok. Can we come up-is there-can I help you come up with one that’s 
like a question? 

8 M Mm hmm 
9 T Um. What if you asked something about the motion of an object?  Um.   
10 I In 

11 T What will change the motion of an object?  Or something about the 
football players there. 

 

After I gave her suggestions to improve her teacher type question Maria again takes a risk 

and develops a new teacher type question for her peers as seen in Lines 12 and 14.  The new 

question is another sentence completion which signals that even with teacher support Maria is 
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unable to compose an actual question about the text.  However, the sentence completion question 

Maria asked involved a sentence that contained important information.  Maria’s selection of a 

sentence containing important information demonstrates that she has gleaned enough insight 

about the topic to identify important information in what she read.   

Line # Speaker  

12 M Oh if you if you um like move faster and move farther than football is 
kicked with 

13 D Huh? 

14 M If if you if you move faster and farther than a football that is kicked 
with 

15 D With less force 
16 M (Unintel) 
17 T What?  If you move faster 

18 D Will move faster and farther than the football that is kicked with less 
force. 

19 T 

Ok so that was another sentence completion.  So maybe you could have 
said, “That’s good.”  But maybe you could have said, um, “What 
happens if a football is kicked with less force?”  Then you could say, 
maybe the answer then would be, “A football that is kicked with more 
force will move farther and faster.” Or you could say, “What happens 
when a football is kicked with a lot of force?”  Maybe then the answer 
would be, “It moves farther and faster than one kicked with less force.”  
What do you think? 

 

Maria’s answers to interview questions provide some insight into her willingness to take 

a risk with teacher type questions.  In all three interviews Maria notes that asking teacher type 

questions is her favorite step of the strategies.  When I asked her to explain why, she stated that 

she enjoys feeling like a teacher. 

1st interview: I like teacher type of question.  
 
2nd interview:  [I like] Teacher type of questions… Because it’s kind of more when like 
the questions and people answering like it looks like I was the teacher and telling them 
mmm questions.  
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3rd interview:  [I like] Teacher-type of questions…Because it’s my favorite cause I feel 
like I’m the teacher and I’m telling them questions.   
 

Though Maria’s fondness for teacher type questions is mentioned in all three interviews her least 

favorite step in the strategy changes during her second and third interviews from summarizing to 

making predictions.  Her reasoning for disliking this step is that she struggles with knowing what 

to say, because she is not sure what is going to happen. 

2nd interview: Mmm more making a prediction cause I kind of don’t know what to say.  
 
3rd interview: Mmmm…making a prediction… Because sometimes um I don’t know 
what is gonna happen and sometimes and sometimes I’m confused a lot like I don’t know 
what to say. 
 
Maria’s discomfort with making predictions does not keep her from taking a risk and 

making a prediction during her time leading discussion on Day 3 and Day 5.  On Day 3 the text 

being discussed comes from Fudge-a-Mania (Blume, 1990).  This portion of the text describes 

Pete and Fudge’s search for Fudge’s missing myna bird, Uncle Feather.  The boys stop at 

neighbors’ homes to ask if anyone has seen Uncle Feather.  They have just left Mrs. A’s house 

where she served them a snack while they talked about Uncle Feather.  Now Pete is explaining to 

Fudge that his description of Uncle Feather, made Uncle Feather sound more like a person than a 

bird, and Mrs. A thinks Uncle Feather is their crazy uncle.  Pete also tells Fudge that they can’t 

stop for snacks at all of the houses, because if they do they won’t be able to find Uncle Feather.  

When making her prediction, Maria stated what she thought would happen next in the story, “Ok 

(unintel) I think it’s um the the next page is gonna be that mmm probably they will find Uncle 

Feather and then they will go to the house and go to sleep and then meet um just (unintel).”  This 

prediction can also be seen in Line 2 below.  When we continued reading, we learned that, as 

Maria predicted, the boys did find Uncle Feather, but they did not find him and then go home 

and go to bed, as Maria suggested.  Though the prediction is not entirely correct, it is logical 
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based on the part of the book that had been read so far.  Thus the risk she took in making a 

prediction displayed an understanding of the events in the story.  

Line # Speaker  

1 T Ok alright Maria, continue… 

2 M 
Ok (unintel) I think it’s um the the next page is gonna be that mmm 
probably they will find Uncle Feather and then they will go to the 
house and go to sleep and then meet um just (unintel). 

3 T Ok  
 

In the portion of text from Fudge-a-Mania (Blume, 1990) that is discussed by Maria on 

Day 5, Pete approaches Sheila and Fudge on the beach and startles them.  An argument about 

babysitting money ensues between Pete and Sheila.  Pete ends the argument by beginning to sing 

loudly and embarrassing Sheila.  As she led the reciprocal teaching session, Maria made a 

prediction by stating what she thought would happen next in the story, “Ok now make a 

prediction…I think in the next one, they will um um how’s it called?  Mmm like just go like 

them…  Like yea like argue about things, and and there will Pete, no, Fudge and Sheila will go 

probably in Mrs. A’s house to to like to not go with like Pete and she like just to make Fudge go 

with her, and not with Pete.”  Maria needed multiple teacher prompts as she worked to compose 

this prediction because she had difficulty expressing her thoughts in English.  The prompts I 

gave suggested that Maria say the word in Spanish and let one of us supply the word in English.  

Maria did not want to take my suggestion, so she took a risk by working to find words in English 

instead of expressing her thought in Spanish and asking someone to help her translate into 

English.  As can also be seen in Lines 1, 14, and 15, Maria is searching for the English words 

that will allow her to say that she thinks Pete and Sheila will continue to argue.  Maria’s 

prediction did not happen in its entirety because Pete and Sheila did not continue to argue.  

However, the rest of the prediction did happen, and the act of composing a prediction required 
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Maria to think about what she read and about her understanding of the text.  Maria took a risk 

and made a prediction, something with which she was not comfortable, and displayed her 

understanding of the text she was reading. 

Line # Speaker  

1 M Ok now make a prediction…I think in the next one, they will um um 
how’s it called?  Mmm like just go like them 

2 T You think in the next one what? 
3 M They um uh well um what’s it called?   
4 T Say it in Spanish.   
5 M No 
6 T You know it in Spanish? 
7 M Yes, but, no 
8 T Well somebody else might know it in English. 
9 M I wanna- I wanna do it in English. 
10 T Ok I’m just 
11 I I can say it… 
12 M It’s they’re like like  … 
13 I (unintel in Spanish) 
14 T Fight? Argue? 

15 M 
Like yea like argue about things, and and there will Pete, no, Fudge and 
Sheila will go probably in Mrs. A’s house to to like to not go with like 
Pete and she like just to make Fudge go with her, and not with Pete.  

16 T Ok, that’s very possible.  I like that prediction. 
 

Though most of the data collected from Maria supports the theme that students were 

willing to take risks when working through the reciprocal teaching steps, there were times when 

she declined to try for herself and instead asked for help from others.  During her turn to lead 

discussion on Day 3 Maria asked a teacher type question in Line 2, “Who said we are never 

going to find him?  We never going to find him never ever.  Who said that?”  The students 

discussed the question, and determined that Pete made the statement.  Maria verified that the 
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answer was correct by reading the sentence from the text as seen in Line 11.  Maria began to ask 

another question, but instead of completing the question she opted to ask for help.  The text 

being discussed came from Fudge-a-Mania ( Blume, 1990).  In this portion of the text Pete and 

Fudge are looking for Fudge’s myna bird, Uncle Feather, and they are stopping at neighbor’s 

homes to ask if anyone has seen Uncle Feather.  They have just left Mrs. A’s house where she 

served them a snack while they talked about Uncle Feather.  Now Pete is explaining to Fudge 

that his description of Uncle Feather, made Uncle Feather sound more like a person than a bird, 

and Mrs. A thinks Uncle Feather is their crazy uncle.  Pete also tells Fudge that they can’t stop 

for snacks at all of the houses, because if they do they won’t be able to find Uncle Feather.     

Line # Speaker  

1 T Great.  Ok Maria.  We’re ready. 

2 M Teacher type of question.  Mmm who said we are never going to find 
him?  We never going to find him never ever.  Who said that? 

3 D Fudge? 
4 M Nope.  Fudge didn’t said that. 
5 D Oh no  
6 I Pete.   
7 M Yes she said that. 
8 D Pete? 
9 M And – yea.  Pete.   
10 I HE said that. 

11 M 
Look, “ If you stop(ed) for cocoa at every house, we’re never going to 
find him.”  “Never?” “Never!”  “Fudge started crying.”  (do I cite this? 
– p. 37) 

12 D Yea but who  
13 I Pete said that. 
14 M I know he said it.  And  
15 T Nice question. 
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Maria began asking another teacher type question in Line 16, “Who said my unc – wait.”  

When I prompted her to think of a question her teacher might ask in lieu of the who said what 

question she was composing, Maria stopped and asked for help instead of finishing her question.  

Itzel helped Maria by asking a who said what question which was answered and discussed.   

Line # Speaker  

16 M Who said my unc – wait.  
17 T Can you think of a question your teacher might ask?  
18 M I need some help. 

19 T Yes.  Um does anybody else – hav -I can help. Does anybody else have 
a question before I say something?  Before I help Maria. 

20 I I can sorta help her. 
21 T Ok well let’s hear it, Itzel. 
22 I What what was the funniest part of the –  

23 M Ha did the if you stopped for cocoa at every every house, we are never 
going to find him.  Never never and then Fudge started crying. 

24 I Never say never 
25 T I know but I agree – I think that’s so funny.  That made me laugh. Um 
26 D It didn’t make me laugh. 
27 T Nice question because ya had to think about it.   

 

After Itzel’s question was discussed, Maria asked another question, “Um mmm who said 

that that um uh Uncle, Uncle Feather had um a n- a yellow nose?  Cause this is here, and those 

are the ones…  Who said that Uncle Feather has a yellow nose?”  The question, also seen in 

Lines 30 and 32, was a who said what question as was her previous question, but I did not 

prompt her to ask a question her teacher might ask, as I did earlier in the discussion.  The 

students had difficulty finding the sentence in the text, so I provided some information to help 

them locate the sentence and answer Maria’s question. 
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Line # Speaker  

28 M Oh and I have another one I think. 
29 T Ok 

30 M Um mmm who said that that um uh Uncle Uncle Feather had um a n- a 
yellow nose?  Cause this is here, and those are the ones 

31 T Can you say that question again?   
32 M Who said that Uncle Feather has a yellow nose? 
33 T K who said that Uncle Feather has a yellow nose?  
34 I Where is it? 
35 T Um is it in our reading for right that we just read?  Ok so you  
36 I Oh 
37 I The bird 
38 M 36 
39 I It had to be before 36. 
40 T Well this the answer is not on page 37, so if that helps any. 
41 M I know where is it. 
42 I Where? 
43 D Mrs. A? 
44 I Oh…Fudge said. 
45 M Yea cause look – she 
46 I At the top of the 
47 M Yea he’s mostly black with yellow feet and yellow nose. 
48 I Nose – Fudge said. 

49 M And and and Pete said and the other one said that birds is birds the 
birds no have no have no have they have bill. 

 

Although Maria’s question could be answered without any interpretation of the text, it did 

involve a key portion of dialogue from this section of the text.  My comments in Line 50 were 

meant to highlight Maria’s identification of this important information, and to provide an 

example of a different question that could have been asked about the same section of text that 

might have elicited more conversation about the text.  Maria was able to answer this sample 
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question along with a follow-up question.  Itzel was also able to provide a correct answer to the 

follow-up question, but David’s answer to this question was incorrect.  This incorrect answer 

signaled a break in David’s comprehension that Maria helped to repair through their discussion 

about the text. 

Line # Speaker  

50 T 

Ok so I like your question.  I what I really like is that you knew that 
that was important because I agree with you, that’s important.  Um I I 
would have asked, um, why is it important that Fudge say Uncle 
Feather has a yellow bill and not a yellow nose? 

51 M Cause the um birds don’t have nose.  They have bill. 
52 T Right and and who is very confused right now?  You 
53 M Mrs. A. 
54 I Mrs. A. 
55 D Pete 
56 T Right. 
57 M You said Pete. 
58 T Mrs. A is very confused cause she  
59 D Why? 
60 M She kee- think that is Fudge uncle.  Like we of human. 
61 D Oh. 
62 I And like you. 
63 M Yea like us. 

 

Another instance of Maria declining to take the risk of asking a teacher type question 

occurred when Maria lead discussion on Day 5.  Maria began by asking a question, “Who, wait 

no, no, no, no…who showed the song to Pete?  Wait no, no, no, no.”  This can be seen in Line 1.  

I was not sure what she said, so I asked her multiple times to repeat the question, but she 

declined each time.  In the portion of text from Fudge-a-Mania (Blume, 1990) that Maria 

discussed on Day 5, Pete approaches Sheila and Fudge on the beach and startles them.  An 
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argument about babysitting money ensues between Pete and Sheila.  Pete ends the argument by 

beginning to sing loudly and embarrassing Sheila. 

Line # Speaker  

1 M Type of question – who, wait no, no, no, no…who showed the song to 
Pete?  Wait no, no, no, no.   

2 T Ok just re-ask that one.  I just didn’t hear it.  But re-ask it, and I’ll I’ll 
help you with phrasing. 

3 T Who showed the song to Pete?  Is that what I heard? 
4 T Ok, well, help me out.  What’d you say? 
5 T You’re shaking your head no?  You don’t want to re-say it? 

6 T I feel like it was fine.  Are you sure it wasn’t who showed the song to 
Pete?  Who sang the song to Pete?  Was it anything about a song?   

7 M No 
 

Maria would not repeat the question, so I took the question I thought I heard and talked in 

Line 8 about how to phrase it as a how or why question.  Then the students worked to answer the 

question I posed. 

Line # Speaker  

8 T 

Would you like some help with a teacher-type question?    I can help 
you out.  Let’s see…remember I said “how” and “why” questions are 
good because they get you thinking.  Ok I have a good one, cause I 
have no idea the answer to this one, but we can think about it.  Why 
does Peter start singing? 

9 I Hmmm…maybe because 
10 M Because  
11 T Oh wait, hang out – let Itzel a- 
12 M She wants try to get Fudge to her? 

13 T He wants to try to get Fudge to come to him?  Ok Itzel, what do you 
think? Thank you Maria.  Itzel, what do you think? 

14 T There’s no right answer to this.   
15 I I forgot. 
  (continues) 
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Line # Speaker  

16 T You don’t know?  David, what do you think? (to Itzel, Try to 
remember.) What do you think? Why did Pete start singing?   

17 D Hmm 

18 T Maria thinks it might because be because he wanted Fudge to come to 
him.   

19 I Me too. 
20 T You think so? 
21 I Maybe to get him distracted? 

22 T Maybe to distract her.  Maybe to distract Sheila, maybe to get Fudge to 
come over?  Does it say in here? 

23 I No 
24 T Is it weird to you, that he just starts singing?   
25 D Yea 
26 I Mm hmm 
27 T I thought it was strange.  I thought it was a little odd.  Alright, Maria. 

 

Changes in Comprehension  

Maria’s responses to interview questions signal that she thinks using the steps in 

reciprocal teaching can aid her comprehension, helping her to move from confusion about what 

is being read to understanding what is being read.  When I asked how using the steps helps her to 

monitor her understanding of what she is reading, her answer included using the steps in the 

strategy to help her gain understanding of what she is reading. 

Um it helps me like like to know more better how to do words, um, to make some 
questions that I like I don’t understand sometimes, or sometimes what will happen next, 
and to tell beginning middle end like to tell like to tell what’s happening, too.   
 
Though Maria expressed a belief that using the steps in reciprocal teaching can help her 

understand what she is reading, it cannot be determined if she used the steps on her post test.  

Maria did not see an increase in the percentage of answers she got correct on the posttest.  On the 
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19-question pretest Maria answered eight questions with correct answers on five questions.  Her 

percentage of correct answers on the pretest was 63%.  Maria answered 21 questions on the 21-

question posttest.  She answered 10 questions correctly for a score of 48% correct on the posttest. 

 

Discussion Aids Understanding   

Students’ use of the steps in reciprocal teaching prompted vigorous discussion that often 

helped them move from confusion about what they read to understanding what they read.  An 

example of discussion prompting a move from confusion to understanding came during Maria’s 

turn to lead discussion on Day 3.  In the portion of text from Fudge-a-Mania (Blume, 1990) that 

is being discussed, Pete is explaining to Fudge that the way he described Uncle Feather to Mrs. 

A made Uncle Feather sound more like a crazy person than a bird. So Pete believes Mrs. A 

probably thinks Uncle Feather is their uncle.  Pete also tells Fudge that they cannot stay and have 

snacks with the other neighbors, because if they do, they might not find Uncle Feather.  Maria 

asked a who said what question in Line 15, “Who said that Uncle Feather has a yellow nose?”  

This question was about a part of the text that was important for understanding Mrs. A’s 

confusion.  After the students answered Maria’s question about who gave the description, I asked 

a question that led the students to examine why the description of Uncle Feather was confusing. 

The discussion promoted by my question helped Maria and Itzel understand that Mrs. A was 

confused and why she was confused.  However, David states that Pete is confused.  Maria 

recognizes that David’s statement is incorrect, so she tells him Mrs. A is confused and then 

provides an explanation for Mrs. A’s confusion. 
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Line # Speaker  
1 M Oh and I have another one I think. 
2 T Ok  
3 M Who said that Uncle Feather has a yellow nose? 
4 T K who said that Uncle Feather has a yellow nose?  
5 I Where is it? 
6 T Um is it in our reading for right that we just read?  Ok so you  
7 I Oh 
8 I The bird 
9 M 36 
10 I It had to be before 36. 
11 T Well this the answer is not on page 37, so if that helps any. 
12 M I know where is it. 
13 I Where? 
14 D Mrs. A? 
15 I Oh…Fudge said. 
16 M Yea cause look – she 
17 I At the top of the 
18 M Yea he’s mostly black with yellow feet and yellow nose. 
19 I Nose – Fudge said. 

20 M And and and Pete said and the other one said that birds is birds the 
birds no have no have no have they have bill. 

21 T 

Ok so I like your question.  I what I really like is that you knew that 
that was important because I agree with you, that’s important.  Um I I 
would have asked, um, why is it important that Fudge say Uncle 
Feather has a yellow bill and not a yellow nose? 

22 M Cause the um birds don’t have nose.  They have bill. 
23 T Right and and who is very confused right now?  You 
24 M Mrs. A. 
25 I Mrs. A. 
26 D Pete 
27 T Right. 
28 M You said Pete. 
29 T Mrs. A is very confused cause she  
  (continues) 
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Line # Speaker  
30 D Why? 
31 M She kee- think that is Fudge uncle.  Like we of human. 
32 D Oh. 
33 I And like you. 
34 M Yea like us. 

 

During reciprocal teaching discussions students cite information from the text and 

actively participate in the discussion.  For example, when discussing Pete and Fudge leaving 

Mrs. A’s house and the conversation they had, David gave an incorrect answer to Maria’s 

question, “Mmm who said we are never going to find him?  We never going to find him never 

ever.  Who said that?”  Maria supported her assessment of the correct answer to her teacher type 

question by reading from the text.  As seen in Line 11, Maria read the correct answer from the 

text in order to verify that David’s answer was not correct, and that Itzel’s answer was correct.  

When David still appeared to be confused, Itzel clarified the answer for him in Line 13.  Itzel 

also corrected Maria in Line 10 after Maria referred to Pete as she.  

Line # Speaker  

1 T Great.  Ok Maria.  We’re ready. 

2 M Teacher type of question.  Mmm who said we are never going to find 
him?  We never going to find him never ever.  Who said that? 

3 D Fudge? 
4 M Nope.  Fudge didn’t said that. 
5 D Oh no  
6 I Pete.   
7 M Yes she said that. 
8 D Pete? 
9 M And – yea.  Pete.   
10 I HE said that. 
  (continues) 
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Line # Speaker  

11 M 
Look, “ If you stop(ed) for cocoa at every house, we’re never going to 
find him.”  “Never?” “Never!”  “Fudge started crying.” (do I cite this? 
– p. 37)   

12 D Yea but who  
13 I Pete said that. 
14 M I know he said it.  And  
15 T Nice question. 

 

Student Involvement in Text  

Students’ use of the steps in reciprocal teaching encouraged them to be involved in the 

text when reading silently and during the reciprocal teaching discussions as leaders and/or 

discussion participants.  As someone who actively participated in discussions prior to learning 

the reciprocal teaching steps, Maria continued this active participation during reciprocal teaching 

discussions.  This can be seen during Maria’s turn leading discussion on Day 3 when she began 

the clarifying information portion of the discussion.  All three students were working together to 

ascertain the meaning of the word, myna.  The portion of text they were discussing comes from 

Fudge-a-Mania (Blume, 1990) and mentions that Fudge’s bird, Uncle Feather, is a myna bird.  

The students’ interwoven comments show their involvement in the text and in the discussion as 

well as their determination to find the meaning of the unknown word.  The discussion was so 

lively and quick that I made a comment in Line 16 to summarize the students thoughts as I 

understood them in order to keep the discussion focused, “Ok you think it’s a name, you think 

it’s a name…it.”  After hearing my comment, Itzel stated in Line 17 that she thought myna was a 

type of bird.  In Line 18 I confirmed that her thoughts were correct, and in Line 19, Itzel shared 

how she determined that myna was a type of bird.  Still involved in the discussion, Maria reads a 
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clarifying sentence from the text in Line 20, further exemplifying her involvement in the 

discussion and the text.    

Line # Speaker  

1 M Um was there something you didn’t understand a thing? 
2 I I did.  What does myna mean?  
3 M Myna? 
4 D It’s a name.   
5 I Myna 
6 M Nina…like Nina but it’s myna 
7 D Myna 
8 M Myna myna like  
9 D It’s a name 
10 I My-na 
11 T Myna 
12 D I think it’s a ma- it’s a name. 
13 M Myna Myna Myna 
14 T It  
15 M My myna 
16 T Ok you think it’s a name, you think it’s a name…it 
17 I I think it’s a type of bird. 
18 T Yes it is.  It is a type of bird.   
19 I Cause it um I know it said myna bird 
20 M Myna bird is missing 
21 T Yes –Alright, Maria.  That’s great!  

 

Prior to beginning the study I explained metacognition to the students.  We discussed the 

fact that they were the only ones who knew if they understood what they were reading, because 

no one else can see what is happening in their heads.  After multiple discussions about this topic 

students became accustomed to thinking about their thoughts while reading.  Therefore they were 

able to compose responses to an interview question that asked about what was happening in their 
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heads when they read.  Maria’s responses to that question support what is seen in transcripts of 

reciprocal teaching sessions.  Her thoughtful responses and multiple comments show that she is 

involved in the text and the discussion.   

1st interview: Sometimes I picture something or put the letters in the word for when bi- 
um I say something it comes out.   
 
2nd interview: Mmmm sometimes I imagine the pictures or sometimes the letters go there, 
or sometimes I (unintel) I make sure I understand it?  
 
3rd interview: Mmmm sometimes I put the words in my head, or sometimes I picture 
some pictures in my head, like to remind me what I’m gonna do, or say. 
 
 

I Know What I Know: Insights about the Strategies and Comprehension 

Maria possesses knowledge about the importance of understanding what is read and 

about how the strategies used can foster comprehension of what is read.  For example, when 

asked during the first interview about the importance of understanding what is read, Maria was 

able to express a reason why it is important to understand what is read.  

Cause if you don’t understand and the next day you wouldn’t know why well what you 
were talking about…And you wouldn’t know what to do. 
 
Maria’s responses to interview questions show that she understands how the steps in the 

strategy can aid her in understanding what she is reading.  She mentions specific ways the 

strategies help her in understanding text.  

1st interview: It help us…. It help us um think and learn what uh we’ll do next and help us 
um like if we don’t understand words. 
   
3rd interview: Um it helps me like like to know more better how to do words, um, to make 
some questions that I like I don’t understand sometimes, or sometimes what will happen 
next, and to tell beginning middle end like to tell like to tell what’s happening, too. 
 
Maria’s responses also revealed that she is able to identify activities during which using 

the strategies would be beneficial.  She linked the use of the strategies she learned to classroom 
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activities like those used in the study as well as activities that differ from those used in the study.  

Maria recognized that using the strategies could help her successfully understand text when she 

is completing activities in class.  During her first interview Maria noted that the clarifying 

information step in reciprocal teaching could be useful throughout the day for students who do 

not understand what they are reading.  

• Like mo- some days cause probably we will only have um of if you don’t know like 
the words, you might use almost all that one all day.  

• Cause almost there’s a lot of kids that underst- don’t understand. 

• Yea like clarifying information. 

• Cause sometimes we will read it again or just other stuff.   

Also in the first interview Maria states that the strategy would be good to use while reading a 

book.  She echoed this response in the second interview.    

1st interview: Um I will use them by reading a book.  
 
2nd interview: By reading a book?  Sometimes we could use summarize and make a 
prediction and clarify cause teacher type of questions probably can be alone in reading a 
book and we could have to to like use teacher type of question because we don’t have 
somebody else there.  
 
2nd interview: By reading books.  
 

In the third interview Maria commented that she could use the strategy when working with 

teachers.  She also mentioned that she could teach the strategy to her younger sister and her 

niece. 

• Mmm sometimes reading reading or sometimes um when I’m reading with teachers 
somtimes, I will put it in my mind.  
 

• And sometimes to like sometimes reading with my my sis- my little sister and my 
niece, like and tell them, too.  And I can show them how to do it, too. 

Maria recognized the complementary relationship between understanding the text and 

completing the steps in reciprocal teaching.  Answers Maria gave in the 2nd and 3rd interviews 
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show that she realized that it would be difficult to complete the reciprocal teaching steps if she 

did not understand what she read.  

2nd interview: Because if you um if you need to do um your teacher-type of questions, 
summary, or making prediction, clarifying information and you don’t know what to say, 
um then so then you do-you know um don’t know um and you no understand what what 
they saying cause you didn’t read read what we needed to read.  
 
3rd interview: Cause if you don’t you will um um when you read something you w- and 
the teacher asks you questions of something, you won’t understand, and when you use 
your repocal (reciprocal?) (unintel) teaching and uh you need to ask something, you 
would then understand why you gonna do. 
 
During her first turn at leading the reciprocal teaching discussion, Maria experienced 

what she described above, which was having difficulty completing the steps due to a lack of 

understanding what was read.  The text Maria was discussing came from ScienceSaurus 

(Proujan, 2005) and it focused on force, mass, and motion.  It included an explanation of the 

impact on motion made by varying amounts of force, gravity, and friction.  This portion of text 

also included information about how the mass of an object impacts force and motion.  Her lack 

of understanding of the scientific concept of force and motion hindered her understanding to the 

point that she was unable to adequately address the reciprocal teaching steps.  For example, 

Maria began discussion of this portion of the text by providing a summary of the text, “Um it’s 

important that um that um that like um…  That you understand of the, of force, mass and motion 

and…  And pulling or pushing applies as applies a force of the object…  And it depends how 

much force applied actually more of us than of force of applies it has in…” Using the reciprocal 

teaching steps compelled Maria to think about what she read and helped her to identify important 

information, but she struggled to glean enough understanding about the topic to be able to 

provide a complete summary of what was read.  I provided prompts to help her develop a 
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summary, however Maria was unable to compose a complete summary even with my help.  The 

pieces of Maria’s summary can be seen in Lines 1, 4, 6, and 10.   

Line # Speaker  

1 M Um it’s important that um that um that like um 
2 I Talk in the microphone. 
3 T She’s fine.  Keep on going, Maria.  It’s important that what? 
4 M That you understand of the of force, mass and motion and 
5 T Ok 
6 M And pulling or pushing applies as applies a force of the object 
7 T Ok pulling or pushing applies a force to the object. Um anything else? 
8 M No 

9 T Do you want to say anything about how much pulling or pushing you 
add?  Does that make a difference? 

10 M And it depends how much force applied actually more of us than of 
force of applies it has in  

11 T Hmm? 
12 I That’s all 
13 T You don’t want to talk about the amount? 

 

Maria also struggled with asking a teacher type question about this portion of text.  Her 

first question was a sentence completion, “What motion of an object will it change only.  What’s 

what motion of an object will change only…,” as seen in Lines 16 and 18.  After hearing the 

question, I was confused as to what Maria was asking and as to how to answer the question.  

When I realized it was a sentence completion question, I provided some suggestions to help 

Maria in composing another question that would elicit more conversation.  Maria did not take my 

suggestion, and instead asked another sentence completion question, “Oh if you if you um like 

move faster and move farther than football is kicked with…  If if you if you move faster and 

farther than a football that is kicked with…” as seen in Lines 26 and 28.  Though both of the 

questions Maria asked were sentence completion questions that did not elicit conversation, both 
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of the sentences she used contained important information about the scientific topic being 

discussed.  Her identification of important parts of the text signals that she was able to 

understand some of what she read.    

Line # Speaker  
15 T Ok. Um let’s go to the next step. 
16 M What motion of an object will it change only.  
17 T Ok can you say that one more time?  What… 
18 M What’s what motion of an object will change only  
19 T What motion of an object would change only 
20 T Are you doing are you wanting them to finish the sentence? 

21 T Ok. Can we come up-is there-can I help you come up with one that’s 
like a question? 

22 M Mm hmm 
23 T Um. What if you asked something about the motion of an object?  Um.   
24 I In 

25 T What will change the motion of an object?  Or something about the 
football players there. 

26 M Oh if you if you um like move faster and move farther than football is 
kicked with 

27 D Huh? 
28 M If if you if you move faster and farther than a football that is kicked with 
29 D With less force 
30 M (Unintel) 
31 T What?  If you move faster 

32 D Will move faster and farther than the football that is kicked with less 
force. 

33 T 

Ok so that was another sentence completion.  So maybe you could have 
said, “That’s good.”  But maybe you could have said, um, “What 
happens if a football is kicked with less force?”  Then you could say, 
maybe the answer then would be, “A football that is kicked with more 
force will move farther and faster.” Or you could say, “What happens 
when a football is kicked with a lot of force?”  Maybe then the answer 
would be, “It moves farther and faster than one kicked with less force.”  
What do you think? 

  (continues) 
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Line # Speaker  

34 T 

Yes.  I like the idea, though, of picking out something that you thought 
was important because both of you picked out important information.  
Next time just work and see if you can make it into a question.  But 
good job on that.  

 

Established Strategies 

During the course of the study Maria used strategies in addition to the ones taught during 

the study.  For example, she used strategies that were taught and used in her classroom.  

Beginning in January Mrs. Smart introduced reading stations that focused on metacognitive 

strategies that were not a part of the strategies used in the study.  Visualizing was on of these 

strategies.  Students were encouraged to make a movie of what they were reading in their heads.  

1st interview: Sometimes I picture something or put the letters in the word for when bi- 
um I say something it comes out.  
 
2nd interview: Um sometimes by rereading or picturing in my mind.  
 
2nd interview: Mmmm sometimes I imagine the pictures or sometimes the letters go there, 
or sometimes I (unintel) I make sure I understand it?  
 
3rd interview: Mmmm sometimes I put the words in my head, or sometimes I picture 
some pictures in my head, like to remind me what I’m gonna do, or say. 
 
Maria used another classroom strategy on the pre- and posttests.  The strategy is useful 

for answering multiple-choice questions.  When using the strategy, students cross out answer 

choices as they determine them to be incorrect, allowing them to focus on answers that are 

potentially correct.  Maria received instruction in this strategy from Mr. Carr in third grade and 

from Mrs. Smart in fourth grade.  Students are encouraged to use this strategy independently 

whenever they are answering multiple- choice questions.  This strategy is also used when 

multiple-choice questions are discussed in small and large group settings.  Teachers emphasize 

the benefit of marking out incorrect answers so that students have fewer choices to consider.  
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Maria Pre- and Posttests 

Maria used the strategy of crossing out incorrect answer choices on all eight questions 

she answered on the 19-question pretest.  She chose correct answers for five of those questions.  

Maria answered all 21 questions on the posttest, and she used the strategy of marking out 

incorrect answers on all 21 questions.  She answered ten of these 21 questions correct.  Maria’s 

use of this strategy can be seen on her pre- and posttests.  

In addition to the strategy above, Maria used another test-taking strategy on her pretest.  

This strategy is called stop and jot, and as with the strategy of crossing out incorrect answers, 

both Mr. Carr and Mrs. Smart provided instruction on this strategy.  When using this strategy, 

students write the main idea of each paragraph in the passage.  Just as with crossing out incorrect 

answer choices, students are encouraged to use the strategy while working alone.  Teachers also 

utilize the strategy when discussing reading passages in small and large groups.  When 

advocating the use of stop and jot, teachers often emphasize using stop and jot notes to aid in 

answering comprehension questions.  However, teachers are not as likely to link use of this 

strategy to understanding what is read.  Unlike crossing out incorrect answer choices while 

answering questions, this strategy can be labor intensive.   When students struggle with the skill 

of determining the main idea, they are unsure of what to write by each paragraph, and they often 

write much more than is needed.  This can lead to fatigue and the decision to not use the strategy.  

Maria used stop and jot on the first passage of the pretest, but discontinued her use beginning 

with the second passage.   

 

Maria Pretest 

Maria spent about 30 minutes working to complete the first passage on the pretest.  When 
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she finished answering questions for the first passage, she drew lines to divide paragraphs of the 

second passage in preparation for using stop and jot on that passage.  Before starting to read the 

second passage Maria said, “Do I have to use stop and jot on this one?  My hand hurts.”  I 

replied that it was her choice, and she began the passage and did not use stop and jot.  She did 

not have time to finish reading the passage before the end of 40 minutes.  Maria’s use of stop and 

jot can be seen on her pretest. 

 

The Case of David  

David is a friendly student who participates in classroom interactions.  He is well-liked 

by his peers, and is a leader in the classroom.  David enjoys making people laugh, but he often 

makes jokes at inappropriate times.  As a student who has only been in the U.S. for two and a 

half years, David’s English vocabulary is limited, causing him to have difficulties completing 

assignments when he is working on his own.  He passed the math STAAR Test in third grade, 

but he did not pass the reading STAAR Test in third grade, and he scored intermediate on the 

TELPAS online reading test in third grade.  As mentioned earlier, the TELPAS reading test 

evaluates a student’s ability to read in English, and a score of intermediate indicates that David is 

still acquiring English, and that limits in his vocabulary are most likely impacting his ability to 

understand what he reads in English.  In addition to taking the TELPAS reading test in third 

grade, TELPAS guidelines dictated that David also be holistically rated in the domains of 

listening, speaking, and writing.  He was rated advanced in listening and intermediate in 

speaking and writing which, combined with his reading score of intermediate, gave him a 

composite score of intermediate when he was in third grade.  According to the descriptors 
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provided by the Texas Education Agency’s (TEA) Educator Guide – TELPAS, students with an 

English language proficiency level of intermediate display the following characteristics:  

Intermediate students do have some ability to understand and use English. They can 
function in social and academic settings as long as the tasks require them to understand 
and use simple language structures and high-frequency vocabulary in routine contexts. 
(TEA Student Assessment Division, 2017, p. 8) 
 

This description establishes that, as a student who received a score of intermediate, David’s 

limited English vocabulary probably hinders his ability to understand what he reads in English.  

It is also likely that his limited English vocabulary impacts his learning throughout the day since, 

in third and fourth grade, the majority of his instruction has been in English with Spanish support 

as necessary.   

I placed David in the reciprocal teaching group because I noticed he was involved in 

whole group discussions, even if while being involved he was working to make others laugh.  

Questions he asked showed that, though he enjoyed being funny, he was interested in learning.  

When I worked with David, he demonstrated the same desire to learn that I observed during 

whole group instruction in his class, but he was more focused and made fewer jokes in my small 

group.  David wanted to increase his English vocabulary, and he came up with his own strategy 

to help him increase his vocabulary, and better understand the text we were reading.  To 

illustrate, when we began reading Fudge-a-Mania (Blume, 1990) in the fall, I would try to 

anticipate words the students might not know when we were reading.  I would show the students 

pictures and discuss the words prior to beginning to read.  However, there were still words David 

did not know, and he began writing down the words he did not understand and asking about them 

when we finished reading.  To make it easier for David and the other students to use this 

strategy, I gave each student the option of using a marker to write any words they wanted to 

discuss on the table.  Then, after we read, the students could ask about the words they had 
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written.  David’s involvement in large and small group discussions and his obvious desire to 

learn were important in my determination to place him in the reciprocal teaching group, because 

a critical component of reciprocal teaching is participating during the discussions.   When using 

reciprocal teaching, students are required to lead and engage in discussions, so I placed 

participants that demonstrated an innate inclination toward these activities in the reciprocal 

teaching group.   

In order to support the themes determined through analysis of data, excerpts taken from 

transcripts of David’s turns leading reciprocal teaching sessions and transcripts of his interviews 

are presented.  Details about his pre- and posttest performance are also presented to support the 

determined themes.   

 

Talking Like a Teacher  

Students Take Risks 

Leading and participating in reciprocal teaching discussions involves some risk on the 

part of the students, and David’s actions during the discussions show that he was accepting of 

this possibility.  For instance, David shows willingness to take risks when he lists words or 

concepts he doesn’t understand during the clarifying information portion of his turn in leading 

the session on Day 5.  In the part of Fudge-a-Mania ( Blume, 1990) being discussed, Pete’s 

family has all gone different places for the afternoon, and he is left at the house with his dog, 

Turtle.  When he gets bored being alone, Pete goes to the beach to find his little brother Fudge 

and Fudge’s babysitter, Sheila.  As he approaches the beach, Pete sees Sheila and Fudge 

collecting rocks in front of Mrs. A’s house.  Seeing this annoys him because the beach is covered 

with rocks, and he thinks they are silly to be collecting them.  When prompted to move to the 
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clarifying information portion of the discussion, David listed the following words for which he 

did not know the meaning: yawn, collar, tugging, twitched, and exercises.  He also struggled 

with the pronunciation of yawn, tugging and twitched as seen in Lines 4, 25, and 40.  The 

mispronounced words caused some confusion for me and the other students, prompting them to 

make guesses as to which words David is asking about.  Once the words were identified using 

correct pronunciation, the other students and I provided information related to the meaning of the 

unknown words.     

Line # Speaker  
1 T What about let’s, let’s address that step. 
2 D Clarify? 
3 T Mmm hmm 
4 D Um I didn’t understand what does the word um yown (mispronounced)? 
5 T Pardon?  What word? 
6 I Yawn 
7 D Yawn 
8 T Yawn? 
9 M It’s when you’re like aaaaaaa. (The student pretends to yawn.)  
10 T So that is   
11 D Do you wanna sleep? 
12 M No. That’s what it is. 
13 T Anything else David?  
14 D Uh collar 
15 D Collar? 
16 T Oh collar! 
17 I Collar- where’s collar? 

18 T Oh it is there.  Oh, so this is perfect.  I read about this today.  Here’s a 
picture.  Collar. 

19 I Huh?  Let me see? 
20 T This collar 
21 M Give me it? 
22 T Yes 
  (continues) 
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Line # Speaker  
23 M Aw 
24 T Ok anything else?   
25 D Togging (mispronounced) 
26 D Huh?  Togging? 
27 T Talking? 
28 D No tugging 
29 T What? 
30 M I’m lost 
31 T Where is this?  What what word are we looking at? 
32 M Talking? 
33 D Tooging 
34 T Tugging  oh tugging tugging.  David tugging – tugging. 

35 T 
So um uh the dog is laying there and he grabs the collar on the dog’s 
neck and he’s like “Come on, come on” and he’s tugging his, Turtle, 
Peter.  

36 M Oh 
37 T Alright anything else?  
38 M Nope I’m ok 
39 T David nice job. 
40 D Wait I need one more, twitch-ed. 
41 T Twitch? Twitched. 
42 D One more. 

43 T 
So when dogs dream, a lot of times they wiggle and so a twitch would 
be like his foot is wiggling – it’s moving, but it’s because he’s 
dreaming.   

44 D What about exercises? 
45 M My cousin’s dogs cry 
46 D Exercises 
47 I Accessories? 
48 D No I mean exer-exercise 
49 T Exercise 
50 I Oh phhh 
51 M Oh so for exercise is 
52 D You’re jogging. 
  (continues) 
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Line # Speaker  

53 T Right, that’s an exercise.  So if you take the dog for the walk, you’re 
going to give the dog exercise.   

54 T Ok very nice 
 

David also took a risk during his time leading discussion on Day 1.  He did not balk at 

asking a teacher type question even though his understanding of the text was not complete.  The 

text for the reciprocal teaching session led by David on Day 1 came from ScienceSaurus 

(Proujan, 2005), and it provided an introduction to force and motion along with several examples 

to explain the concept.  Though David struggled with the scientific concept of force and motion, 

he still asked a teacher type question, “Mmm when you kick a soccer ball, you give it a…”  At 

first the other students and I did not realize that this question, as seen in Line 4, was a sentence 

from the text that David wanted us to complete.  Our confusion is evident by my partial 

restatement of a portion of the question and the students’ multiple attempts to guess the correct 

answer in Lines 5-15.  Even though David’s question was not in the form of a question and 

therefore was not a question a teacher might ask, his sentence completion did address one type of 

force described in the reading.     

Line # Speaker  
1 T Alright David.  
2 D Mmm 
3 T Mm hmm 
4 D Mmm when you kick a soccer ball, you give it a 
5 T When you kick a soccer ball 
6 D Soccer ball you give it a 
7 M Ball 
8 D No 
9 M A force 
10 D No  Itzel? 
  (continues) 
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Line # Speaker  
11 I You’re you are applying it 
12 D No 
13 M Applying a force to the ball 
14 D No when you kick a soccer you give it a 
15 I Push 
16 D Yes 
17 T Very good 
18 D Um 

 

I encouraged David to try to ask another question that was in the form of a question and 

was more like a teacher might ask.  He wanted help in doing this, so I told him to ask one of the 

other students to help him.  He chose Itzel, and her question was another sentence completion, 

“When you draw a sled up a hill…”  Just as David’s sentence completion had done, Itzel’s 

sentence completion question, seen in Line 29, confused the other students.  

Line # Speaker  
19 T Can you give one more question that I might ask?  Like a question. 
20 D I know...hmmm…mmm 
21 T Um  anybody want to help David with a question? 
22 M Me  Me 
23 T Choose someone 
24 D Huh? 
25 T Choose someone to help you with a question. 
26 D Mmm 
27 T Itzel? 
28 D Yea 
29 I When you draw a sled up a hill,  
30 D You you 
31 I You pull 
32 D You get… do something 
33 M I was about to say down 
  (continues) 
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Line # Speaker  
34 T Ok 
35 D Me too 

36 T 
Alright ok let’s move on.  Next time, you might try like asking a 
question that’s not like part of the sentence within a com- you know 
where you’re like completing the sentence out of the text. Ok. 

 

David’s willingness to take a risk and ask a teacher type question about something he did 

not totally understand might be attributed to his enjoyment of this step.  When asked during 

interviews to list his favorite step of the strategy, David said that asking teacher type questions 

was his favorite step.  He credited his preference for this step to students feeling like teachers 

when asking questions.  

1st interview: [I like] Teacher-type questions   
 
2nd interview: [I like] Teacher-type questions… Um cause – you can ask um questions 
like mmm like what is a vowel and they can answer you questions…Yea other people. 
 
3rd interview: [I like] Teacher-type questions…Um because a teacher or us might ask 
some questions like um if if a student is asking a question, I think that student is feeling 
like um a teacher asking a question. 
 
After learning about David’s preference for teacher type questions, it seems reasonable 

that he willingly took a risk and composed a teacher type question for text he did not completely 

understand.  More surprising is David’s willingness to compose a summary of this text, since 

interview questions revealed that composing summaries was David’s least favorite step of the 

strategies because he thought it was a difficult step to complete.   

1st interview: Mmmm summarizing   
 
2nd interview: Mmm summarizing….Uh cause it’s hard when you have to summarize 
little from the beginning middle and end.  
 
3rd interview: Summarizing…Cause sometimes we read something and teacher might 
might say to summarize little from beginning the middle and end and then when you 
when it’s your turn, it’s hard to summarize little from beginning middle and end.  
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David’s discomfort with the summarizing step was evident during his time leading 

discussion on Day 1.  When I asked him if he would like to give a summary his reply was, 

“Mmm no.”  However, because of the rules for leading reciprocal teaching discussions, David 

and I both knew he could not decline to complete a step.  He had to try to complete the step on 

his own or he could ask for help in completing the step.  With this knowledge in mind, I gave 

David a guiding prompt in Line 3 by asking him to tell us the most important ideas on the page.  

Then, despite his dislike of summarizing and his incomplete understanding of the scientific 

concept discussed in the text, David took a risk and shared a summary of the portion of text we 

read.  David’s summary is seen in Lines 4, 8, 10, 12, 14, and 16 and it is as follows, “Uh it tells 

about how forces of motions worked. A force is a push or pull.  Um it sh-… it explain us um like 

how to skate, catch a fly ball…  Or when you pedal a bicycle, when you hit or pitch a soft ball…  

Uh like how does it work?  I mean how does motions and forces work?”  David’s struggles with 

the scientific content and, as seen in Lines 23 and 25, with the text itself, kept him from 

providing a complete summary on his own.  The summary he provided was in response to my 

prompts.  However, because he knew he could not decline to complete the summary step, David 

thought about what he had read and responded to my prompts.  By doing this, he was able to 

compose a summary that included most of the information from the text.  However, the summary 

did not fully explain the content of the text.  As discussed earlier, this part of the text from 

ScienceSaurus (Proujan, 2005) provided an introduction to force and motion.  It also included 

several examples to explain the concept.   

Line # Speaker  
1 T Ok David, so do you want to do the summary now? 
2 D Mmm no 
3 T Just tell us the most important things off of this page. 
  (continues) 
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Line # Speaker  
4 D Uh it tells about how forces of motions worked. 

5 T Ok um do you want to give any more examples?  Remember what we 
talked about with the bold words?   

6 D No 
7 T Do you want to tell us what a force is? 
8 D A force is a push or pull. 

9 T Ok a force is a push or pull.  Um anything else important you think you 
need to add?  Anything from page 269? 

10 D Um it sh-… it explain us um like how to skate, catch a fly ball, 
11 M Fly ball 
12 D Or when you pedal a bicycle, when you hit or pitch a soft ball 
13 T What’s it saying about all that?   
14 D Uh like how does it work? 
15 M No what did you think it says 
16 D I mean how does motions and forces work? 
17 T Ok can you tell us? 
18 D Me? 
19 T Well isn’t that what it’s explaining?  Can you explain it to us? 
20 M Um hmm? 
21 D Can I read it?  No 
22 T Can you tell us about it? 
23 D No I’m confused. 

24 T Ok is there something that you would like clarified?  Cause you can ask 
us a question if there’s something that you would like clarified. 

 

When his confusion about the text stopped his summary David took another risk and 

asked about something that he needed clarified in the hopes that it would help him in composing 

his summary.  As seen in Line 25, he asked for the meaning of the word, sled.  After being 

prompted, Maria helped explain the meaning of sled.    

  



106 
 

Line # Speaker  
25 D Oh um sled…what does the word sled mean?  
26 T Does anybody know what a sled is? 
27 M A sled a sled is when like when you go out out of the snow 
28 T Uh huh 

29 M And then you can go down or you can you can go down on it or you can 
pull up the (unintel) 

30 D There’s some picture of it. 
31 T Is that a picture of a sled? 
32 M Yes 
33 T Ok alright. 

 

David again showed his willingness to take risks when he provided a summary during his 

reciprocal teaching session on Day 5.  In the portion of Fudge-a-Mania (Blume, 1990) being 

discussed, Pete’s family has all gone different places for the afternoon, and he is left at the house 

with his dog, Turtle.  When he gets bored being alone, Pete goes to the beach to find his little 

brother Fudge and Fudge’s babysitter, Sheila.  As he approaches the beach, Pete sees Sheila and 

Fudge collecting rocks in front of Mrs. A’s house.  Seeing Sheila and Fudge annoys Pete because 

the beach is covered with rocks, and Pete thinks they are silly to be collecting them. David’s 

understanding of this text was more complete than his understanding of the text from Day 1, and 

therefore his summary is more thorough, “Mmm summarizing…um first um um Peter wants to 

take good care of Fudge, but Sheila doesn’t want to, and then uh Sheila wants to take Fudge 

down to the beach.  Uh uh I think Peter wants to go to the beach, but…  But I think she I think 

they don’t want to take Peter to the beach.”  David’s summary is seen in Lines 1, 9, and 11.  

However, Maria interjected in Line 3 with her thoughts about what should be included in the 

summary, which interrupted David’s focus.  I provided David with some prompts as seen in 

Lines 4, 6, and 8 to help him refocus on what he wanted to provide for a summary.  With the 

help of these prompts, David was able to finish composing his summary, only omitting one 
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important part of the text.  David’s summary omitted the part of the text where Pete goes to the 

beach.  Thus, in Line 15 I asked if Pete went to the beach.  David displayed an understanding of 

this part of the text by correctly responding to my question.  

Line # Speaker  

1 D 
Mmm summarizing…um first um um Peter wants to take good care of 
Fudge, but Sheila doesn’t want to, and then uh Sheila wants to take 
Fudge down to the beach.   

2 T Very good 
3 M And then Pete wants to go there. 
4 T Yes David? 
5 D Me? 
6 T Yes – what was the last thing you were going to say? 
7 D Nnn and then … 

8 T 
So Sheila’s taking care of Fudge…Fudge and Sheila go to the beach, 
and what’s the last thing that happens there?  The last important thing 
that happens? 

9 D Uh uh I think Peter wants to go to the beach, but 
10 T Yea 
11 D But I think she I think they don’t want to take Peter to the beach 
12 M Nnn no 

13 T Well, I think you’re right.  Does Peter go with Fudge and Sheila to the 
beach?  

14 I No.   
15 T No.  Does Peter go to the beach? 
16 D Yes 
17 T Yea, so he goes, but just not with the two of them. 

 

Changes in Comprehension 

David’s responses to interview questions signal that he believes that using the strategies 

can help him change a lack of comprehension of what he is reading to understanding what he is 

reading.  When asked how the strategies can help his understanding of what he is reading, 

David’s response includes specific steps from reciprocal teaching along with a mention that 
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using these steps can help him when he doesn’t understand. 

1st interview: Mmmm cause if you’re doing something and there’s something that you 
don’t know, you can uh use theses strategies, uh, like uh, you can summarize, you can do 
teacher-type questions in your mind and make a prediction about how it’s what is gonna 
happen and um clarify information.   
 
2nd interview: Because I can go back and I can read this or um I can think of 
something…Uh huh I could summarize a little from the beginning from the middle and 
end and then you can ask yourself in your brain a teacher-type questions or you can 
clarify some some words that you don’t know.   
 
3rd interview: Because because because you when you’re because because when you 
doing when you’re doing a test, you can you can use one of these strategies and um you 
can use one of this and and you can use it like in your brain, if you’re confused about 
something, you can use that.  
 
David’s response to a question that allows him to share any thoughts about reciprocal 

teaching and its steps, again shows his belief that using the steps in reciprocal teaching can help 

him to understand what he is reading. 

2nd interview: Mmm it’s better to summarize things cause in some tests they will be 
asking you uh to summarize a little from the beginning middle and end, and you can 
make predictions - what is going to happen next – and then you can clarify in your head 
uh what does this word means or anything?  And you can ask yourself teacher-type 
questions and you can answer yourself.  
 
3rd interview: Mmm…uh it’s important to summarize this in your head cause it can do an 
experiment or do a test and you if you’re stuck in something you can use this.  
 
Though David’s responses to interview questions demonstrate that he feels use of the 

reciprocal teaching steps can help him understand what he is reading, it cannot be determined if 

he used these steps on the posttest. David did see a six percent increase in the percentage of 

answers he got correct on the posttest.  On the 19-question pretest David answered 15 questions, 

providing correct answers for five of the 15 questions.  This gave him 33% correct on the pretest.  

On the 21-question posttest David answered 18 questions.  He answered seven questions 

correctly for a score of 39% correct on the posttest. 
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Discussion Aids Understanding   

There are multiple times in the transcripts of student-led reciprocal teaching sessions 

where discussions moved David from confusion about what was read to understanding what was 

read.  For instance, during his turn leading discussion on Day 3 David’s summary contains 

incorrect information.  His summary states, “Um first first Fudge asked, ‘Does Uncle Feather 

have to die?’  Then um then Mrs. A was I think was worried about Uncle Feather and and um 

then and then I think Fudge or Pete grabbed a snack from her and Mrs. A said that he can come 

back tomorrow and then and then I think Mrs. Mrs. A…  Said that ‘Why didn’t you tell me 

Uncle Feather was a bear – a bird?’”  In his summary, seen in Lines 3 and 5, David incorrectly 

stated that Mrs. A asked why she was not told that Uncle Feather was a bird.  Maria recognized 

the mistake and told David that part of his summary was incorrect.  After I prompted her in Lines 

7 and 9, she helped David understand the correct interpretation of the text.  The portion of text he 

was summarizing involved one character, Mrs. A, being confused about the identity of another 

character, Uncle Feather.  Fudge and Pete stopped by Mrs. A’s house on their quest to locate 

Uncle Feather, Fudge’s myna bird who flew away and got lost.  When reading the conversation 

between Fudge and Mrs. A, a reader who is making inferences can tell that Mrs. A believes 

Uncle Feather is the boys’ uncle.  When the boys leave, Pete asks Fudge why he did not tell Mrs. 

A that Uncle Feather was a bird. 

Line # Speaker  
1 D Um I’m gonna go to summarizing.  
2 T Ok 

3 D 

Um first first Fudge asked, “Does Uncle Feather have to die?” Then um 
then Mrs. A was I think was worried about Uncle Feather and and um then 
and then I think Fudge or Pete grabbed a snack from her and Mrs. A said 
that he can come back tomorrow and then and then I think Mrs. Mrs. A  

4 T Mm hmm 
  (continues) 
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Line # Speaker  
5 D Said that “Why didn’t you tell me Uncle Feather was a bear – a bird?” 
6 M No she didn’t say that. 
7 T Ok well tell him who said it.  Tell him… 
8 M Of what? 
9 T You could clarify that for him 

10 M Oh yea he said that that Pete said that that she didn’t knew that de- that she 
think Uncle Feather is her his uncle.   

11 T Does that make sense? 
12 D Mm hmm 

 

After Maria explained to David that Pete made the statement David had attributed to Mrs. 

A during his summary, the clarifying discussion continued with both girls working together to 

make sure that David understood his misconception.  The girls were anxious to help David 

understand, but they did not agree about who made the statement in question.  Maria thought it 

was made by Pete, and Itzel thought Fudge made the statement.  Eager to share her thoughts, 

Itzel found the portion of text in question and directed everyone’s attention to that part of the 

book.  She then read the sentence she was talking about.  It turned out that she and Maria were 

thinking about different sentences because when Itzel finished reading her sentence, Maria read a 

combination of two different sentences.  After all of the discussion, I wanted to be sure that the 

students understood that Mrs. A did not realize that Uncle Feather was a bird, so I asked some 

clarifying questions.  This part of the discussion ends with the students each wondering if Mrs. A 

will find out that Uncle Feather is a bird.   

Line # Speaker  

13 I On the bottom.  Look at the bottom. 
14 I Everyone knows that her brother is a bird. 

15 M That’s what Pete, no, that’s what that what that what Fudge said, but no- 
Pete said no she thinks she is their Uncle. On the bottom- 

  (continues) 
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Line # Speaker  
16 I Who said that?  Pete or Fudge?   
17 M Pete   
18 I No Fudge 
19 M No Pete –  
20 I Fudge says, “‘She knows that!’ Fudge said.”  
21 M How does know everybody know that Uncle Feather is a bird?  
22 M Except her 
23 T So does Mrs. A know that he’s a bird? 
24 I Yes 
25 M No 
26 D No  
27 T No. Will she? 
28 I Yes 
29 M Yes 
30 D Maybe 
31 T Maybe 
32 D Maybe tomorrow 
33 T Maybe.  Ok very nice job, job on the summary. 

 

Though most confusion was made clear through discussion between the students, there 

were times when all three students were confused about a portion of the text.  In the example 

below, the teacher type question that David asked dealt with a part of the text where Pete is 

thinking about how Sheila and Fudge collecting rocks on the beach was ridiculous, so Pete says 

to himself, “What a joke” (Blume, 1990, p. 46).  David’s teacher type question, seen in Line 1, 

was, “Who was making joke?”  When David first asked this question, none of the students 

realized that Pete did not really make a joke.   

Line # Speaker  

1 D Who was making joke? 
  (continues) 
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Line # Speaker  
2 M A joke? 
3 D Yea 
4 M Oh Mrs. A 
5 M I don’t know who was it, but 
6 T Who made a joke? 
7 D Yea 
8 I Yea what page was 
9 D Page forty forty-six.   
10 T Um I’m where 
11 D I walked… 
12 T Oh ok 
13 D Who maked a joke? 
14 T Everybody read the last full paragraph on page forty-six.   
15 I Sheila and Fudge 
16 M I-wait wait which one was it? 
17 T The last paragraph on page forty-six.   
18 M Because of you can walk on rocks for miles… 
19 T No the last paragraph…I walked… 
20 I I walked through the woods 

21 M Oh, “I walked through the woods to the beach.  Sheila and Fudge were 
out in front of Mrs. A’s house rock hunting.  What a joke!”  Oh Mrs. A! 

22 D No 
23 I Fudge and Sheila? 
24 D Yea 

 

When it became clear that none of the students understood that Pete was not making a 

joke, but was instead using those words in a sarcastic manner, I entered the discussion to clarify 

the meaning of the statement for the students.  It was only through my guided discussion that the 

students realized Pete was not actually making a joke. 
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Line # Speaker  

25 T 
Ok we’ve now jumped to the clarifying information section because 
we’re going to clarify something.  Have you ever heard have you ever 
heard anybody go, “What a joke. That test was so easy.”   

26 M 
Oh that was Pete cause she stopped him with him and and and they 
stopped the rock pink someone like pretend there’s something happened 
and she’s like “What a joke” like something 

27 T Is it, so is it really a joke? 

28 M 
No but sometimes it’s like like let’s pretend that somebody just ripped 
something nobody knows and like they ripped the whole wall and then 
we were like “What a joke” cause they don’t know who did that, or… 

29 T Yes, so 
30 I Or is it like somebody did something to your car? 

31 T 

Or or if something’s just really goofy, and you’re like, “What a joke.”  
So it’s like it’s a phrase that you would say, and it doesn’t really mean 
funny ha-ha joke, it means this is ridiculous joke.  So Peter thinks what 
they are doing is silly, so he’s saying, “What a joke.  Why are they 
doing that?” Does that make sense? 

32 M Uh huh 
33 I Why would they go 

34 T Ok, so I love it that that question turned into clarifying information.  
Isn’t that perfect?  Ok David, the next step. 

 

Student Involvement in Text  

Using the reciprocal teaching steps helped David become involved in the text.  His 

involvement in both the discussion and the text can be seen at the end of an excerpt of a 

discussion led by Maria.  The excerpt includes her summary of the text, which ends with the 

statement, “Yea cause Pete said because Pete said Pete said if you stop for cocoas at every house 

we never going to find…  Him never never!”  David is so involved in the text and the discussion 

that when Maria pauses after the word find in Line 9, he wonders aloud about the situation by 

saying in Line 10, “I wonder if they’re going to find him.”  On the page of Fudge-a-Mania 

(Blume, 1990) Maria is summarizing, Pete is explaining to Fudge that the description of Uncle 
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Feather he gave to Mrs. A lacked sufficient information for her to realize that Uncle Feather was 

a bird.  He also points out that, in fact, the information he gave to Mrs. A caused her to believe 

that Uncle Feather was a mentally unstable person.  The brothers also discuss the need for 

shorter stops at each house if they want to find the missing bird.  

Line # Speaker  

1 T So um do you wanna do a summary? 
2 M Mm hmm 
3 T Ok 

4 M 
Think the most important point is mmm that they that they say and 
know that that who was Uncle Feather and uh probably they wouldn’t 
find Uncle Feather.  

5 T Oh ok nice. 
6 T So Maria said the most important things on page 37 were  
7 M Mrs. A was confused 

8 T 
Mrs. - oh I love that – Mrs. A was confused, cause she is, and that Pete 
thinks that they’re probably never going to be able to find Uncle 
Feather.   

9 M Yea cause Pete said because Pete said Pete said if you stop for cocoas at 
every house we never going to find 

10 D I wonder if they’re going to find him. 
11 M Him never never!  And 
12 T I don’t know…I wonder, too. 
13 M I like this part. 
14 T I like that part, too. 

 

The students and I talked about metacognition prior to beginning the study.  We had 

multiple discussions about the fact that, because no one else can see what is happening in their 

heads, they are the only ones who know if they understand what they are reading.  These 

discussions helped the students become comfortable thinking about their thoughts while reading, 

so they were able to construct answers to an interview question that asked about what was 
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happening in their heads when they read.  Though he was able to construct answers to the 

question, David’s responses do not support what is seen in the transcripts of reciprocal teaching 

sessions.  Transcripts of reciprocal teaching discussions show multiple, thoughtful comments 

from David that signal his involvement in the reading of the text and in the discussions that 

followed, and his answers to the question indicate that he is not thinking about the text while he 

is reading.  

1st interview:  

• Think yes in food 

• Yea cause I’m hungry. 

• Mmm  I just think about playing  

• With my cousins –  

2nd interview: 

• Food 

• About my soccer game 
3rd interview: 

• Food. 

• Uh food 

• Uh cause sometimes when I read, my sto- uh it make me hungry.  

• I was thinking of a pizza. 

 

I Know What I Know: Insights about the Strategies and Comprehension 

When answering an interview question about the importance of understanding what is 

read, David’s first interview answer mentioned needing to understand in order to answer 

questions the teacher asks.  In the second interview David’s answer again mentioned answering 

questions a teacher might ask, but it also included answering questions from other people too.   

1st interview: Cause teacher might ask you some questions about what are you reading 
about?  
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2nd interview: Cause some people or a teacher might ask might ask you some questions?   
 

In the third interview David’s answer to this question evolved to include completing elements of 

the reciprocal teaching steps as reasoning for understanding what is read. 

Because a teacher might ask a teacher-type questions or if you want to summarize, you 
could summarize little from the beginning middle and end and if you want to make a 
prediction about what is going to happen next, you can do that, and if you want to clarify 
information and you can think in your head or brain, what does this word means? 
 
David’s responses to interview questions signaled that he knew the steps in reciprocal 

teaching could support his understanding of what he is reading.  During the first interview, David 

listed each of the steps in reciprocal teaching as being able to help him understand something 

with which he is struggling.  He listed three of the four steps in the second interview.     

1st interview: Mmmm cause if you’re doing something and there’s something that you 
don’t know, you can uh use theses strategies, uh, like uh, you can summarize, you can do 
teacher-type questions in your mind and make a prediction about how it’s what is gonna 
happen and um clarify information.   
 
2nd interview: Because I can go back and I can read this or um I can think of 
something…Uh huh I could summarize a little from the beginning from the middle and 
end and then you can ask yourself in your brain a teacher-type questions or you can 
clarify some some words that you don’t know.   
 
During the second interview David showed his understanding of how the reciprocal 

teaching steps can help him comprehend what he is reading.  I asked him to tell me anything he 

would like about the steps in the strategy, and he talked about how using the steps on his own 

can help him on tests.      

Mmm it’s better to summarize things cause in some tests they will be asking you uh to 
summarize a little from the beginning middle and end, and you can make predictions - 
what is going to happen next – and then you can clarify in your head uh what does this 
word means or anything?  And you can ask yourself teacher-type questions and you can 
answer yourself. 
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David’s answers during all three interviews showed that he linked using the steps in the 

strategy to activities in class such as reading and taking tests.  He also linked strategy use to 

answering questions about the text and presentations. 

1st interview 

• Um when I need to make a test or you read something. 

• Well I might use most I think I might use um most use um teacher-type questions 
or making prediction. 

• Uh so so I can remember it?  Like if I for- if I hmm –  

• If I forgot one of this, I can look back and see. 

• Uh when oh when class.  
2nd interview:  

• Cause some people or a teacher might ask might ask you some questions?   

• Mmm when you do a when you do a presentation or a test, you can you can uh 
you can think of a teacher-type questions in your brain cause cause teacher might 
ask you what it’s about.   

• Um because because they cause they help me a lot and  

• I can use it um I can use it in my brain and when when I’m reading a book 

• Um during a test I can use this um some of this and think of it.   

3rd interview:  

• Because a teacher might ask a teacher-type questions or if you want to 
summarize, you could summarize little from the beginning middle and end and if 
you want to make a prediction about what is going to happen next, you can do 
that, and if you want to clarify information and you can think in your head or 
brain, what does this word means?  

• Because because because you when you’re because because when you doing 
when you’re doing a test, you can you can use one of these strategies and um you 
can use one of this and and you can use it like in your brain, if you’re confused 
about something, you can use that.   

• When you’re when – when you’re taking a test.  

• Mmm by memorizing and in my- in my head, and to remember some of this, 
um…  

• Mmm…uh it’s important to summarize this in your head cause it can do an 
experiment or do a test and you if you’re stuck in something you can use this. 
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In the third interview David identified a connection between understanding what was 

read and being able to complete the reciprocal teaching steps.   

Because a teacher might ask a teacher-type questions or if you want to summarize, you 
could summarize little from the beginning middle and end and if you want to make a 
prediction about what is going to happen next, you can do that, and if you want to clarify 
information and you can think in your head or brain, what does this word means?   
 
When reading transcripts of students leading reciprocal teaching sessions it is evident that 

David struggled to complete the steps when there were large gaps in his understanding.  This is 

most apparent on Day 1 when the text being read was ScienceSaurus (Proujan, 2005).  Even 

though the scientific concepts examined in the reading had been discussed previously in his 

science class, David did not fully understand these concepts and that lack of scientific knowledge 

hindered his understanding of the text.  For example, David’s section of the reading on Day 1 

introduced force and motion, and provided several examples to explain these concepts. David is 

unable to provide a summary of the content because he lacks knowledge of how force and 

motion work. Consequently, he was unable to glean enough understanding of this concept from 

the text to be able to provide a summary.  Although David is able to respond to my questions and 

prompts, he is not able to formulate an actual summary of the information.  Still, he had to 

ponder the text and did gain some understanding in working toward his goal of completing the 

reciprocal teaching step of summarizing the text.  David’s summary is seen in Lines 4, 8, 10, 12, 

14, and 16 and is as follows, “Uh it tells about how forces of motions worked.   A force is a push 

or pull.  Um it sh-… it explain us um like how to skate, catch a fly ball,…  Or when you pedal a 

bicycle, when you hit or pitch a soft ball…  Uh like how does it work?  I mean how does motions 

and forces work?”  The summary portion of the discussion moves to clarifying information when 

David mentions that he cannot provide any additional information for the summary, because he 



119 
 

is confused.  I prompt him to ask about what is confusing him, and he asks for the meaning of the 

word sled.  After being prompted by me, Maria explains the meaning of the word sled to David.     

Line # Speaker  

1 T Ok David, so do you want to do the summary now? 
2 D Mmm no 
3 T Just tell us the most important things off of this page. 
4 D Uh it tells about how forces of motions worked. 

5 T Ok um do you want to give any more examples?  Remember what we 
talked about with the bold words?   

6 D No 
7 T Do you want to tell us what a force is? 
8 D A force is a push or pull. 

9 T Ok a force is a push or pull.  Um anything else important you think you 
need to add?  Anything from page 269? 

10 D Um it sh-… it explain us um like how to skate, catch a fly ball, 
11 M Fly ball 
12 D Or when you pedal a bicycle, when you hit or pitch a soft ball 
13 T What’s it saying about all that?   
14 D Uh like how does it work? 
15 M No what did you think it says 
16 D I mean how does motions and forces work? 
17 T Ok can you tell us? 
18 D Me? 
19 T Well isn’t that what it’s explaining?  Can you explain it to us? 
20 M Um hmm? 
21 D Can I read it?  No 
22 T Can you tell us about it? 
23 D No I’m confused. 

24 T Ok is there something that you would like clarified?  Cause you can ask 
us a question if there’s something that you would like clarified. 

25 D Oh um sled…what does the word sled mean?  
  (continues) 
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Line # Speaker  
26 T Does anybody know what a sled is? 
27 M A sled a sled is when like when you go out out of the snow 
28 T Uh huh 

29 M And then you can go down or you can you can go down on it or you can 
pull up the (unintel) 

30 D There’s some picture of it. 
31 T Is that a picture of a sled? 
32 M Yes 

 

Established Strategies 

When asked how he monitored his understanding of what he read prior to learning the 

strategies, in the first interview David stated that he paid attention: “Mmm pay attention.” In 

contrast to this answer, during his second interview David mentioned that he felt as if he did not 

have any personal strategies to help him monitor his understanding of what he was reading.   

Um I was confused but because because I didn’t understand some… Yea cause it was 
hard. 
 
David used two classroom strategies on his pre- and posttests.  The first strategy is used 

when answering multiple-choice questions.  It involves crossing out the answer choices 

determined to be incorrect, allowing for focus on answers that might be correct.  Both Mr. Carr 

in third grade and Mrs. Smart in fourth grade taught this strategy and encouraged students to use 

it when working independently.  These teachers also used the strategy when working with 

multiple-choice questions during large and small group instruction.  On the 19-question pretest 

David used the strategy of crossing out incorrect answer choices on each of the 15 questions he 

answered, with five of those questions being answered correctly.  David used the strategy of 

crossing out incorrect answers on 17 of the 18 questions he answered on the 21-question posttest.  
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He answered seven of those 18 questions correctly.  David’s use of this strategy can be seen on 

his pre- and posttests.  

David also used another strategy when he completed his pre- and posttests.  Mrs. Smart 

taught her students to use this strategy when they were completing multiple-choice questions 

where they must determine the best summary for a selection.  When using the strategy, students 

read the answer choices and look for the one that includes the most important information from 

the beginning (b), the middle (m), and the end (e) of what was read.  They draw a table next to 

the answer choices, and label the columns with the letters b, m, and e.  The students put checks in 

the columns to show which parts of the selection each answer choice includes.  When students 

are finished analyzing the answer choices, the correct answer is the one with a check mark in all 

three columns, b-m-e. There was one summary question on the pretest and one summary 

question on the posttest.  David used this strategy on both of those questions, but he chose 

incorrect answers for both questions.  David’s use of this strategy can be seen on his pre- and 

posttests.     

David had less experience with English than the other participants, and his determination 

to learn unknown words led to the creation of his own strategy.  Whenever David encountered a 

word he did not know, he would write the word down so that the meaning could be discussed 

after we read. I suggested that David use a dry erase marker to write the words on the table, and 

soon the other students in the group were using the strategy too.  When we began using 

reciprocal teaching, we would discuss the words during the clarifying information portion of the 

reciprocal teaching session.  David’s use of this strategy can be seen when Maria is leading the 

discussion on Day 5.  In the portion of text from Fudge-a-Mania (Blume, 1990) discussed by 

Maria on Day 5, Sheila and Fudge are walking on the beach when Pete walks up and surprises 
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them.  Pete and Sheila start arguing about babysitting money.  Pete begins singing loudly which 

embarrasses Sheila and ends the argument.  The data extract listed below is from the clarifying 

information portion of Maria’s discussion of this part of the text.  In this data extract, David had 

written the following words on the table to be explained during the clarifying information section 

of discussion: Hatcher, embarrassing, enchanted, busy, and wise.  David’s mention of these 

words can be seen in Line 4, Line 38, Line 60, Line 63, and read by Maria in Line 19.  David 

began by asking about the first word listed, and then the other students and I worked together to 

help David gain an understanding of the meaning of this word.  

Line # Speaker  

1 M And clarifying information…I don’t have anything. Do you have 
something? 

2 D Mm hmm…I have a lot. 
3 T Ok 
4 D Hatcher 
5 M Hatcher? 
6 T Ok David is gonna say the word….the first word is what? 
7 D Hatcher 
8 I Hatcher 
9 M Hatcher? 
10 T Hatcher? 
11 M Hatcher? 
12 T Oh Peter Hatcher, it’s his…look David. Um…capital H…capital P 
13 M It’s a name. 
14 T Capital H so what is that? 
15 M Peter Hatcher like her last name. 
16 T So it’s his what? 
17 D Last name. 
18 T Yes.   
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Once discussion about this word was completed, Maria began discussion on the second 

word in David’s list, embarrassing.  She used real life examples to explain the word as seen in 

Lines 19 and 21, but David continued to struggle with his understanding.  

Line # Speaker  

19 M 

Embarrassing is like – let’s pretend that they had a little sister and she 
was embarrassing me like uh she was saying you know um my sister 
doesn’t mu- like little girl say to her friends “You know that my brother 
doesn’t like to play soccer?” or “My brother always” um that’s not true, 
but like saying saying awkward things like like telling them something 
like 

20 T Well, remember 

21 M Like then I’m nervous that they never show them like, “Let’s pretend 
that somebody said “My sister has a boyfriend” that’s like, um uh 

22 T Or,  
23 D Your sister? 
24 T That would be embarrassing. 
25 M Yea 
26 T For your sister 
27 D Do your sister has a girlfriend? 
28 M No 
29 D I mean a boyfriend? 
30 M No 

 

Seeing that David was not connecting with the example given by Maria, I gave another 

example using something that happened earlier in the book.  I hoped that using an example we 

had discussed earlier in the year would help David to understand the meaning of the word.  This 

example begins in Line 31.   

Line # Speaker  

31 T Hey, so remember at the beginning of this story and they were all eating 
dinner at the taco place and Fudge was running across the – 

32 I Oh 
  (continues) 
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Line # Speaker  
33 T He was running around the restaurant.  
34 M That was like, em- 
35 T Peter was 
36 M Embarrassed 

37 T Embarrassed because Fudge was acting crazy and people were watching 
them and he was embarrassed. 

 

Once he understood the meaning of embarrassing, David asked about the next word on 

his list.  It was on Maria’s and Itzel’s lists too, so I defined the word, enchanted. While the words 

were revealed and discussed, all three students were actively participating in the reciprocal 

teaching session.  In fact, as soon as the meaning of enchanted was explained, Itzel called out her 

next two words which were bucket and dump.  Then Maria found a small bucket near our table, 

and I dumped the contents of the bucket out on the table to provide a visual representation of 

both bucket and dump.  In Line 53 Maria interrupted the discussion about bucket and dump to 

mention the word suddenly and give a brief example of the word being used.  I clarified the word 

meaning for her and then went back to the discussion about bucket and dump. 

Line # Speaker  

38 D Enchanted? 
39 T Enchanted just means…special. 
40 I Bucket? 
41 I Dump? 
42 M There’s a bucket.   
43 D Where? 
44 M A bucket when you hold things.  A bucket. 
45 D This is not a bucket. 
46 M No like bucket. 
47 T This could be a bucket.  This is a bucket.   
  (continues) 
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Line # Speaker  
48 M Yea, yea like that. 
49 T It’s a tiny bucket. 
50 M Bucket 
51 T Bucket 
52 M Suddenly suddenly, like, suddenly something happened. 
53 T Really quickly 
54 D Dump, dump, dump, dump 

55 T So I’m gonna dump these cards on the table.  (Teacher turns a container 
upside down to provide a visual of dumping items out of the bucket.) 

56 D Like this  
57 T Dump 

 

Bucket and dump were the final words on Itzel’s list of unknown words, so we went back 

to David’s list of words.  Maria mispronounced busy, the next word on David’s list, and she was 

corrected by David.  Then Itzel followed this correction with an explanation of the word.  

Finally, I clarified the meaning of the word wise, and Itzel used the new word in a sentence. 

Line # Speaker  

59 M And (bussy)  
60 D Busy 
61 T Busy 
62 M Busy I’m so busy, like 
63 D What about wise? 
64 T Wise – really smart 
65 D I’m smart. 
66 I I’m wise. 
67 T Anything else you’d like to share, Maria? 
68 M No 
69 T Ok nice job. 
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Think Aloud Strategy (TAS) 

Several themes were revealed by the analysis of the data pertaining to the participant’s 

use of TAS.  These themes are: talking like a teacher, I know what I know, established strategies, 

and declines to use the steps in the strategy.  A list of these themes with definitions and examples 

from the data can be seen in Table 7. 

There were two students in the think aloud strategy group. The original plan for these 

students was that during independent practice sessions the participant along with the 

nonparticipant would alternate between using the think aloud strategies independently and 

working together to use the strategies.  The students struggled with using the strategies 

independently, so with the exception of when the participant was being recorded using the 

strategies on independent practice Days 1, 3, and 5, the students worked together to use the 

strategies.  When working together or alone, students were told to use the strategies as they 

deemed necessary, but to try to use at least two of the strategies of paraphrasing, clarifying 

information, asking teacher type questions, and making predictions during each section of the 

reading.  At times students would use the strategies without being prompted, but most often, 

students were prompted by the researcher using the prompts found in Table 4.  The themes 

revealed from analysis of data pertaining to the participant’s use of TAS are discussed below.  In 

order to support the themes revealed, data extracts taken from transcripts of the participant using 

TAS and data extracts from transcripts of student interviews are included in the discussion.  

Additional support for the themes is provided by including information gained from examination 

of the participant’s pre- and posttests. 
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Table 7 

Think Aloud Strategy Themes with Examples 

Themes Examples 

Talking Like a Teacher 
Use of TAS also brought about 
changes in the student’s 
comprehension.  She was  
involved in the text, and she was 
willing to take the risks involved in 
using TAS. 

1  T:  Ok Sally how did you figure out what myna was? 
2  S:  Cause when you take off myna myn- uh  
3  T:  Great 
4  S:  The word myna she doesn’t know Uncle Feather’s Uncle Feather’s a bird because he didn’t tell 
her.And then if you - cause um they’re talking about a bird, but this word is um is a type of bird because 
it’s talking about a bird. 

I Know What I Know 
The student demonstrated an 
understanding that it is important to 
comprehend what she reads and that 
using the steps in the TAS can help her 
understand what she is reading.   

T:  How does using the strategies you learned help you monitor your understanding of what you are  
reading? 
S:  Mmm well they help me reading…mmm.  They would help me reading by taking out the words or 
doing teacher-type questions or um what’s that one called? Um putting your own information so you can 
understand it more better.   
T:  Anything else? 
S:  And…um think what’s gonna have to happen after um they were talking about about that about that 
page.  

Established Strategies 
The student came to the study knowing 
and using strategies  
other than those taught in the study. 

T:  What goes on in your head while you’re reading? 
S:  Imagining what’s what’s happening while you’re um I mean…while I’m reading, I am imagining 
what’s what’s happening. 

Declines to Use the Steps in the 
Strategy  
The student often declined the 
researchers prompts to use the steps in 
the TAS.  

14  T:  Ok ok um..ok Sally.  An-anything any other steps you wanna use? 
15  S:  Mmm nothing else. 
16  T:  Did you understand everything?  Was there anything you needed to clarify? 
17  S:  No 
18  T:  Ok.  Um, would would you like to make a prediction? 
19  S:  Mmm no 
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The Case of Sally 

Sally is a quiet student who participates in large and small groups when called upon, but 

who is reluctant to volunteer.  When she is called upon to answer a question, Sally often 

struggles to compose a response to the question.  Sally has difficulty completing classwork 

successfully on her own.  She did not pass the math STAAR test or the reading STAAR test in 

third grade, and she scored intermediate on the TELPAS reading test in third grade.  Since the 

TELPAS reading test assesses an individual’s ability to read in English, Sally’s score of 

intermediate might indicate that her level of English acquisition is impacting her reading in 

English.  Sally’s holistic TELPAS ratings in third grade were: advanced in listening and 

speaking and intermediate in writing.  Her holistic ratings combined with her reading rating gave 

Sally a composite score of intermediate in third grade.  This rating is important to note because, 

according to the descriptors provided by the Texas Education Agency’s (TEA) Educator Guide – 

TELPAS, students with an English language proficiency level of intermediate display the 

following characteristics:  

Intermediate students do have some ability to understand and use English. They can 
function in social and academic settings as long as the tasks require them to understand 
and use simple language structures and high-frequency vocabulary in routine contexts. 
(TEA Student Assessment Division, 2017, p. 8)     
  
This description of an intermediate student indicates that, with an English proficiency 

level of intermediate, it is likely that Sally not only struggles with reading due to language, but 

probably struggles in all areas because she is still acquiring English.  As a bilingual student, 

Sally has access to Spanish support, but beginning in second grade all of her classroom 

instruction has been in English.   

I placed Sally in the TAS group because, as a student who does not readily volunteer in 

any group setting, I felt she would feel more comfortable with the individual structure of TAS.  It 
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was my thinking that by providing a high level of comfort through the use of an individual or 

paired setting, Sally would participate more actively than if she was working in a group setting.  

Also, because Sally tended to struggle when answering questions from others, I thought she 

would be well suited to a strategy like TAS where she could choose which steps to use and when 

she would like to use them.   

The themes determined from examination of the data are presented below.  These themes 

are supported by data extracts taken from transcripts of Sally using TAS and transcripts of her 

interviews.  Information taken from her pre- and posttests is also used to support the themes.   

 

Talking Like a Teacher 

Student Takes Risks 

Sally took some risks in her learning.  She complied with my requests to think out loud as 

she used the steps in the strategy as can be seen in all excerpts taken from transcripts of Sally 

using TAS.  Addressing the steps orally required Sally to think about the text she read and come 

to some understanding of that text so that she could share with me her paraphrasing of the text, 

her teacher type questions about the text, her predictions about the text, or how she worked to 

clarify a confusing part of the text.  There were times when Sally used steps in the think aloud 

strategy without being prompted. She also responded to prompts to use the steps in TAS, even 

when she did not fully understand the topic of the text as seen in Day 1.  The text Sally read on 

Day 1 came from ScienceSaurus (Proujan, 2005), and it provided an introduction to the topic of 

force and motion.  There were several pictures with captions that served as visuals to further 

explain the topic.  Though she didn’t fully understand the scientific concept of force and motion, 

Sally asked a teacher type question in Line 1 without being prompted, “Um…Ok…If you - if 
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you kick the ball, is it um giving force?”  The question was a yes or no question, however it 

addressed an example of one of the types of force being discussed on the page.  Through use of 

TAS Sally thought about what she read and composed a question about an important piece of 

information in the text.  Also, because TAS is an individual strategy, Sally had to answer her 

question.  When she seemed to be waiting for me to answer the question, I restated it to her, and 

she was able to provide the correct answer of, “Yes.”  Sally asked another teacher type question 

in Line 5 in response my prompt to use the steps, “Mmm is force is a push or a pull?”  When 

answering this question, Sally replied, “Yes,” as she had to the first question.  Since the question 

could not adequately be answered using yes or no, I asked a clarifying question to which Sally 

responded, “Um it’s both of them,” which was the correct response and signaled understanding 

of the text.        

Line # Speaker  

1 S Um…Ok…If you - if you kick the ball, is it um giving force?   
2 T Ok.  Is it giving force if you kick the ball? 
3 S Yes 

4 T Very good – it is.  Nice question.  Ok.  Anything else you want to ask 
yourself? 

5 S Mmm is force is a push or a pull?  
6 T What do you think? 
7 S Yes 
8 T Yes it’s a push, yes it’s a pull, or yes it’s both? 
9 S Oh 
10 S Um it’s both of them. 

11 T It is.  Good job.  Um what else do you want to do?  Did you need to 
make anything clear?  Was there anything you didn’t understand? 

12 S Hmm 
13 S Mmm 

 

Sally continued to use the steps in TAS to help her make sense of what she was reading, 
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each time taking a risk, since she did not fully understand the scientific concept being discussed.  

Sally asked a teacher type question in Line 14 without being prompted, “If you skate do do you 

apply force in the ground?”  This question addressed one of the examples given to explain force 

and motion.  Her answer of “Yes,” in Line 16 displayed her understanding of the example in the 

text.  Sally also asked a question in Line 18 without being prompted, “Mmm does your skate 

push backwards on the ground?”  Though this question deals more with the technicalities of 

skating, Sally’s correct answer of “Yes,” in Line 19 again demonstrates an understanding of the 

text.   In Line 21 Sally asked and answered another question after I prompted her by asking if she 

had anything else to say.  The question she asked was, “Umm when you play football, you stop 

you stop the ball downward?  Oh so when you push the ball downward, motion, you do this by 

applying a force to the ball.”  In asking this question, Sally, an avid football fan, makes a 

connection between her personal knowledge and the text. Because the text is addressing the 

application of force used to catch a baseball, her question about football illustrates her 

understanding that force is also used when catching a football.  Sally paraphrased a portion of the 

text in Lines 27 and 29 after I prompted her to try paraphrasing, “Um when you catch the ball…  

You do it by applying force to the ball.”  In these statements, Sally is paraphrasing information 

about the force used to catch a fly ball in baseball.  She only paraphrases one piece of 

information, yet it is the most important information in the example, and her correct 

interpretation of this information displays her understanding of the text.    

Line # Speaker  

14 S If you skate do do you apply force in the ground?  
15 T Oh do you? 
16 S Yes. 
17 T Good, you do.  Nice. 
  (continues) 
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Line # Speaker  
18 S Mmm does your skate push backwards on the ground?  
19 S Yes 
20 T Ok yea that’s what it says.  Anything else? 

21 S 
Umm when you play football, you stop you stop the ball downward?  
Oh so when you push the ball downward, motion, you do this by 
applying a force to the ball.  

22 T Alright nice questions.  Um anything else?  Uh do you want to try to put 
just one of those captions – why don’t you try to put in your own words.   

23 S Ok 

24 T Just one of the ones that you read.  Cause you o- didn’t you only read 
the top two? 

25 S Yea 

26 T Ok well just do one of those and try to put it try to paraphrase it, or put 
it in your own words. 

27 S Um when you catch the ball 
28 T Mm hmm 
29 S You do it by applying force to the ball. 
30 T Ok very nice.  Anything else you want to add? 
31 S No 
32 T Ok good job, Sally. 

 

Another example of Sally taking a risk can be seen on Day 3 when she paraphrased a 

portion of the text without being prompted.  On Day 3 the text Sally is reading is from Fudge-a-

Mania (Blume, 1990), and it details the conversation that took place between Fudge, Pete, and 

their neighbor Mrs. A when Fudge and Pete stopped by Mrs. A’s house on their hunt for Fudge’s 

missing myna bird, Uncle Feather.  It goes on to describe the conversation between Pete and 

Fudge after they leave Mrs. A’s house.  Pete tells Fudge that his description of Uncle Feather 

makes him sound like their crazy uncle instead of a bird.  Pete also warns Fudge that if they take 

the time to have snacks at everyone’s house like they did at Mrs. A’s house they won’t find 

Uncle Feather.  Sally asks a teacher type question in Line 3 without being prompted, “Were they 
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talking about Uncle Feather?”  As was the case on Day 1, Sally had to answer her own questions, 

and her correct answer that yes, the conversation was about Uncle Feather, showed that she 

understood what she read.  After asking and answering a question, Sally takes a risk and 

paraphrases a portion of the text without being prompted as seen in Line 9, “Uh Mrs. A was 

talking about Mrs. A was saying if if Uncle Feather could die.”  In her paraphrasing, Sally 

correctly noted that Mrs. A was concerned about Uncle Feather, but her inference that Mrs. A 

was worried that Uncle Feather might die was incorrect, because there was no indication of that 

level of concern in the text.  When I asked Sally if there was any other portion of the text she 

would like to paraphrase, she took another risk and paraphrased a portion of the text as seen in 

Line 12, “Um let’s see…um…Peter grabbed um Fudge arm and Pete Peter said to Fudge that, 

‘Why didn’t you tell her Uncle Feather Uncle Feather’s a bird?’” (p. 36).  So Peter was uh Peter 

was saying to Fudge why didn’t he tell that Uncle Feather was a bird to Mrs. L to Mrs. A.”  

Sally’s paraphrasing of this portion of the text was accurate, and showed that she had an 

understanding of Pete’s annoyance with Fudge.  

Line # Speaker  

1 S I’m gonna use teacher-type questions. 
2 T Ok 
3 S Were they talking about Uncle Feather? 
4 T Yes? 
5 S Yes 
6 T Ok good.   Yea you can answer your own questions. 
7 S I’m gonna use paraphrasing. 
8 T Ok 

9 S Uh Mrs. A was talking about Mrs. A was saying if if Uncle Feather 
could die. 

10 T Ok.  
  (continues) 
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Line # Speaker  
11 T Would you like to paraphrase anything else? 

12 S 

Um let’s see…um…Peter grabbed um Fudge arm and Pete Peter said to 
Fudge that, “Why didn’t you tell her Uncle Feather Uncle Feather’s a 
bird?”  So Peter was uh Peter was saying to Fudge why didn’t he tell 
that Uncle Feather was a bird to Mrs. L to Mrs. A. 

13 T Ok ok um..ok Sally.  An-anything any other steps you wanna use? 
14 S Mmm nothing else. 

15 T Did you understand everything?  Was there anything you needed to 
clarify? 

16 S No 
17 T Ok.  Um, would would you like to make a prediction? 
18 S Mmm no 

 

As seen in the data extracts above, Sally frequently asked teacher type questions about 

the text after being prompted to use the steps in TAS and without being prompted to use the 

steps.  Sally’s answers to interview questions about her favorite step in TAS reveal a reason for 

this frequency of use.  In her interviews Sally identified asking teacher type questions as her 

favorite step in the TAS, and she cited being able to challenge her partner as her reason for 

favoring asking teacher type questions.    

1st interview: Mmm [my favorite is] teacher-type questions.   
 
2nd interview:  [My favorite is] Teacher-type questions… Because um because when you 
wanna challenge someone else if they were reading the book and if they understand.   
 
2nd interview:  [My favorite is] Teacher-type questions… [because] Uh…mmm…um 
when other people read the book and they s--and they said they said that you really read 
the book and you were saying some question and you’re trying you’re trying you’re 
trying to prove and he read- he read the book or he did not read the book.   
 
3rd interview: [My favorite is] Teacher-type questions…Cause um because you wanna 
challenge someone – you wanna challenge your partner on teacher-type question.   
 
Sally showed her willingness to take risks in her learning by using steps in the strategy 

without being prompted, by using the steps when prompted to do so, and by thinking out loud as 
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she used the steps in TAS.  However, Sally was able to pick which steps of the strategy she used, 

and she was not required to use the steps when I prompted her.  Consequently, Sally routinely 

used the steps with which she was more comfortable, and often declined to use other steps.  For 

example, the strategy Sally used least often was clarifying information.  Her responses to 

interview questions reveal that this strategy was the strategy she liked the least.  Sally cited 

difficulty in being able to execute some parts of the step as her reason for disliking clarifying 

information.     

1st interview: [I like least] um clarifying information  
 
2nd interview: [I like least] uhh…clear-for…um cause you have to think um you have to 
put another word on the word that you don’t understand and like you have no clue, um, 
you you won’t know what, what could you put there. 
 
3rd interview: [I like least] um what is it?  Clear-clearfying information… um cause when 
it tells you to change a word, to, I mean like, you don’t know what word do you wanna, 
what word could of be there cause you don’t understand the sentence, um, you don’t own 
the sentence, you don’t know what is the sentence talking about, and you have no idea 
what word could you put in the in the sentence so you can understand it more better. 
 
As previously discussed, Sally used her favorite step often.  However, she usually 

declined to clarify information when I prompted her to clarify.  This declination can be seen on 

Day 1 in Lines 16 and 17 above and on Day 3 in Lines 15 and 16 above.  Sally did, however, use 

the step of clarifying information without being prompted at another time on Day 3.  She did not 

know the meaning of the word myna when she was reading Fudge-a-Mania (Blume, 1990), and 

Fudge’s myna bird, Uncle Feather was being discussed.  Sally used the steps in clarifying 

information to determine the meaning of the word myna as seen in Lines 2 and 4 below, “Cause 

when you take off myna myn- uh.  The word myna she doesn’t know Uncle Feather’s Uncle 

Feather’s a bird because he didn’t tell her.  And then if you - cause um they’re talking about a 

bird, but this word is um is a type of bird because it’s talking about a bird.”  Faced with an 
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unknown word while she was reading, Sally used clarifying information to provide her with a 

method for examining the text to determine a meaning for the word she did not know.   

Line # Speaker  

1 T Ok Sally how did you figure out what myna was? 
2 S Cause when you take off myna myn- uh  
3 T Great 

4 S 

The word myna she doesn’t know Uncle Feather’s Uncle Feather’s a 
bird because he didn’t tell her.  And then if you - cause um they’re 
talking about a bird, but this word is um is a type of bird because it’s 
talking about a bird. 

5 T 
Yes – that’s great!  You did this.  You’ve figured it out all by your own 
by clarifying so you made it clear to yourself all by yourself.  That’s 
great!  Ok keep going… 

 

Changes in Comprehension 

Sally’s responses to interview questions indicated that she believed the think aloud 

strategy could change her comprehension from confusion about the text to understanding what 

she is reading.  When asked how using TAS helped her monitor whether or not she understood 

what she was reading, she indicated that using the steps in the strategy helped her better 

understand what she was reading.  This response was constant throughout each of Sally’s three 

interviews.     

1st interview: Um it helps me because um I can um know many strategies so I can learn 
what’s what’s u- what’s what is about the book.   
 
2nd interview: Mmm well they help me reading…mmm.  They would help me reading by 
taking out the words or doing teacher-type questions or um what’s that one called? Um 
putting your own information so you can understand it more better… And…um think 
what’s gonna have to happen after um they were talking about about that about that page.  
 
3rd interview: It helps me reading because you can understand more and like if you want 
to read um big chapter books cha-chapter books…  
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Sally gave answers similar to those shown above when answering interview questions 

about when she would use steps in TAS and about her thoughts regarding TAS.  Sally believed 

use of the steps in the strategy would help her better understand what she was reading.   

1st interview: 

• Mmm  mmm  para- 

• Yea 

• Ummm this because it helps me understand more better. 

• The paraphrase 

2nd interview: 

• Uh paraphrase 

• Paraphrase, I think.   

• Um you can put information for you will understand more better.   
3rd interview: 

• Uh I like them because it helps me it helps me understand what what’s gon- 
what’s happening in the book and… 

• Oh um they were easier than I thought.   
 

Sally’s responses to interview questions signal that she believed using TAS could aid her 

in understanding what she was reading.  Her percentage of correct answers increased from the 

pretest to the posttest, but it cannot be determined if she used the steps in the think aloud strategy 

on the posttest.  On the 19-question pretest, Sally got 26% correct after providing correct 

answers for five of the 19 questions she answered.  Sally’s percentage of correct responses 

increased to 50% on the 21-question posttest where she chose correct answers for nine of the 18 

questions she answered. 

Sally also displayed a change in comprehension on Day 3 when she was reading Fudge-

a-Mania (Blume, 1990), and she did not know the meaning of the word, myna.  She asked what 

the word meant, but before any clarifying conversation occurred, she determined the meaning of 

the word on her own.  As mentioned earlier, the text Sally read on Day 3 involved Fudge and 
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Pete searching for Fudge’s missing myna bird, Uncle Feather.  When she first read the word 

myna, Sally did not know its meaning, but she was able to figure out the meaning, as seen in 

Lines 2 and 4, by using the clarifying step of TAS, “Cause when you take off myna myn- uh.  

The word myna she doesn’t know Uncle Feather’s Uncle Feather’s a bird because he didn’t tell 

her.  And then if you - cause um they’re talking about a bird, but this word is um is a type of bird 

because it’s talking about a bird.”  Using the clarifying information step of TAS helped Sally 

analyze the text to determine the meaning of the unknown word.    

Line # Speaker  

1 T Ok Sally how did you figure out what myna was? 
2 S Cause when you take off myna myn- uh  
3 T Great 

4 S 

The word myna she doesn’t know Uncle Feather’s Uncle Feather’s a 
bird because he didn’t tell her.  And then if you - cause um they’re 
talking about a bird, but this word is um is a type of bird because it’s 
talking about a bird. 

5 T 
Yes – that’s great!  You did this.  You’ve figured it out all by your own 
by clarifying so you made it clear to yourself all by yourself.  That’s 
great!  Ok keep going… 

 

Student Involvement in Text 

Prior to beginning the study, I talked with the students about metacognition and the 

importance of them making sure they understood what they were reading.  A focus during these 

discussions was that only the students would know if they understood what they were reading 

because no one else could see what was happening in their heads. Since we had multiple 

discussions about what happened in her head while she was reading, Sally was able to answer 

interview questions about what happened in her head while she was reading.  During the first 
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interview, when asked about what was happening in her head while she was reading, Sally’s 

response shows that she strives to be engaged and focused on the text while she is reading.   

Like um I’m trying to put attention um what is going to happen and what after that what’s 
what was I thinking while reading the book.   
 
Sally struggled with understanding the scientific topic discussed in the portion of text she 

read on Day 1.  However, she was involved in what she read, and she showed this involvement 

by asking and answering a teacher type question that made a connection between what she 

already knew and the text.  The portion of ScienceSaurus (Proujan, 2005) that she read provided 

an introduction to the concept of force and motion, and it also included several examples to 

further explain the concept.  Sally’s question and answer appear in Line 2 below, “Umm when 

you play football, you stop you stop the ball downward?  Oh so when you push the ball 

downward, motion, you do this by applying a force to the ball.”  Sally displayed involvement in 

the text when she asked and answered this question, because she had to think about the text and 

draw conclusions in order to make the connection that a football is stopped by applying force just 

as the baseball in the example is stopped by applying force.   

Line # Speaker  

7 T Ok yea that’s what it says.  Anything else? 

8 S 
Umm when you play football, you stop you stop the ball downward?  
Oh so when you push the ball downward, motion, you do this by 
applying a force to the ball. 

 

I Know What I Know: Insights about the Strategies and Comprehension 

Sally’s responses to interview questions showed that she recognized that the strategies 

could help her understand what she was reading.  During the first interview Sally stated that 

using the strategies could help her understand books she was reading. Further, she specifically 
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mentioned paraphrasing as a step in the strategy that could help her understand what she was 

reading.   

• Um it helps me because um I can um know many strategies so I can learn what’s 
what’s u- what’s what is about the book.   
 

• Mmm  mmm  para- 
 

• Ummm this because it helps me understand more better. 
 

• The paraphrase 
 

During the second interview Sally expanded her explanation of how the steps in the 

strategy helped her understand what she was reading.  Her response during the second interview 

included each step of the strategy as being helpful in understanding what was read.  She also 

mentioned paraphrasing as being especially useful in helping her to understand text.  

• Mmm well they help me reading…mmm.  They would help me reading by taking out 
the words or doing teacher-type questions or um what’s that one called? Um putting 
your own information so you can understand it more better.   
 

• And…um think what’s gonna have to happen after um they were talking about about 
that about that page.  
 

• Uh paraphrase 
 

• Paraphrase, I think.   
 

• Um you can put information for you will understand more better.   
 

During the third interview Sally reiterated that the steps helped her understand what was 

happening in books she read.  She also mentioned that the steps were easier to use than she had 

anticipated. 

• Uh I like them because it helps me it helps me understand what what’s gon- what’s 
happening in the book and… 
 

• Oh um they were easier than I thought.   
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Sally’s responses to the interview questions presented above revealed that she possessed 

insights about the strategies and comprehending what she was reading, but her answers to other 

interview questions did not show that she identified a link between the steps in TAS and 

understanding what was read.  For example, during the first interview Sally mentioned that 

understanding what she was reading was important in determining the author’s purpose for 

writing the text and in determining what the book was about. Her answers in the 2nd and 3rd 

interviews also lacked an identified link between the steps in TAS and understanding what was 

read.  Her second and third interview responses did however; echo her responses from the first 

interview.  Sally’s response in the second interview mentioned that understanding what was read 

was important in understanding what the book was about and her response during the third 

interview mentioned the importance of understanding in determining the author’s purpose.   

1st interview: So you can understand what is the author’s purpose…Mmm so you can so 
you can um learn what is the book about.  
 
2nd interview: So you can understand what is the book is talking about.  
 
3rd interview: So you could understand what is the author’s purpose on the book.  
 
Sally linked use of TAS to classroom activities like those used in the study, but she did 

not link them to classroom activities that differed from those used in the study.  For instance, in 

the first interview and in the third interview Sally mentioned using the steps in the strategy to 

help her comprehend books she was reading, but she did not mention that the strategy was useful 

for any classroom activities besides reading books.  In the third interview she also mentioned that 

using the steps in the think aloud strategy could help her share about what she was reading with a 

partner.   

1st interview: 

• Oh ok um doing the same thing, how it works. 
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• I’m using – I’m gonna use a -I’m gonna use all the strategies how it’s supposed to 
do that. 

• Mmm probably if I- I read a book.   
2nd interview: 

• It helps me reading because you can understand more and like if you want to read 
um big chapter books cha-chapter books…  

• Um you can use this or you can understand wh-um so you can understand a book. 

3rd interview: 

• Um making predictions 

• Um probably if you have someone beside you and they’re reading the same book 
as you, you want you’re curious and you wanna tell your partner what’s you 
wanna tell em what do you think what’s gonna happen from the next page.  And 
so you can um hear what is your partner thinking what’s gonna happen on the 
other page. 

 
Answers Sally gave during interviews showed that she recognized that there was a 

relationship between understanding what she read and using the steps in TAS.  For example, 

during her second interview Sally’s answer expressed her belief that she could prove she read the 

book by asking a teacher type question, and in order to prove that he read the book, her partner 

must be able to answer the question.  In her third interview Sally stated that if she did not use the 

steps as they were prescribed she would be confused.  

2nd interview  : 

• Teacher-type question 

• Uh…mmm…um when other people read the book and they s--and they said they 
said that you really read the book and you were saying some question and you’re 
trying you’re trying you’re trying to prove and he read- he read the book or he did 
not read the book.   

3rd interview: 

• Using the same how you supposed to use them, because you don’t have no idea 
what could he do um beside the the rule we have to do.  Uh… 

• Ok, um, by using them how you supposed to do them because um if you don’t if 
you don’t do if you don’t do them right like you supposed to do it, um you will – 
your mind’s gonna be mixed-up with stuff.  
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Sally’s use of TAS on Day 3 exemplifies the relationship between using the steps in the 

strategy and understanding what is read.  On Day 3 the text Sally read in Fudge-a-Mania 

(Blume, 1990) discussed Fudge and Pete looking for Fudge’s missing myna bird, Uncle Feather.  

The boys are going door to door to ask neighbors if they have seen the bird.  The first house they 

stop at is Mrs. A’s house.  She feeds them a snack while they discuss Uncle Feather.  Though 

Fudge mentions that they are looking for Uncle Feather, he does not mention that Uncle Feather 

is a bird.  When they leave Mrs. A’s house, Pete asks Fudge why he did not tell Mrs. A that 

Uncle Feather was a bird.  Pete continues the conversation by telling Fudge that the way he 

described Uncle Feather made Uncle Feather sound like a person and not a bird, and since Fudge 

did not tell Mrs. A that Uncle Feather was a bird, Mrs. A thinks Uncle Feather is their crazy 

uncle.  The conversation concludes with Pete explaining to Fudge that if they take the time to 

stop for snacks at each house they will not find Uncle Feather.  In using paraphrasing in Line 1 

Sally demonstrates her understanding of the text when she says, “Um Fudge said to Peter that he 

is not gonna he’s never gonna find um Uncle Feather.” Likewise, paraphrasing the text helped 

her to monitor her understanding of the text because she restated important information from the 

text.  The teacher type question Sally asks in Line 5 also helps her monitor her understanding of 

what she read.  Her question was, “Yea um why did Fudge started crying?” and she 

demonstrated her understanding of the text by supplying the correct answer to her question, 

“Because he thought he he would never ever find Unc-Uncle Feather.”  Sally’s prediction in Line 

11 is another example of how the TAS strategies help her monitor her understanding, and how, if 

she did not understand the text, she would have difficulty using the steps in TAS.  Her prediction 

was, “Um I think that they’re not gonna fi – I think that they’re not gonna find Uncle Feather, 

but um, they’re when they’re already finishing uh going to those three houses, probably they’re 



144 
 

gonna hear his sound and he’s gonna come up to Peter and Fudge.”  Sally’s understanding of the 

text is evident in her prediction because, though the prediction is not totally correct, it makes 

sense.  If she did not have an understanding of the text, Sally would have had a difficult time 

making a prediction that made sense.      

Line # Speaker  

1 S Ok uh I wanna do um paraphrasing.  Um Fudge said to Peter that he is 
not gonna he’s never gonna find um Uncle Feather.  

2 T Ok 
3 S I’m gonna use teacher-type questions. 
4 T Ok did you want to do a teacher-type question?  
5 S Yea um why did Fudge started crying? 
6 T Ok why did Fudge start crying? 
7 S Because he thought he he would never ever find Unc-Uncle Feather. 
8 T Alright anything else Sally? 
9 S Mmm…I’m gonna do making prediction. 
10 T Ok 

11 S 

Um I think that they’re not gonna fi – I think that they’re not gonna find 
Uncle Feather, but um, they’re when they’re already finishing uh going 
to those three houses, probably they’re gonna hear his sound and he’s 
gonna come up to Peter and Fudge. 

12 T Ok.  Alright maybe so.  We’ll have to read and see. 
 

Established Strategies  

During the course of the study, Sally mentioned her use of strategies besides the steps 

included in TAS.  Some of these other strategies were taught and used in her classroom.  For 

example, starting in January, Mrs. Smart began using reading stations that focused on 

metacognitive strategies that were not a part of the strategies used in the study.  One of these 

strategies was visualizing.  When using this strategy, students were encouraged to make a movie 

of what they were reading in their heads.  When interviewed, Sally mentioned visualizing as 
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something that was happening in her head while she was reading.   

2nd interview: Mmmm sometimes um I imagine what what’s happening.  
 
3rd interview: Imagining what’s, what’s happening while you’re um I mean…while I’m 
reading, I am imagining what’s, what’s happening.  
 
Sally’s comments about what she was reading on Day 5 serve as an example of her use of 

visualizing when reading.  In the text she is reading on Day 5 Pete’s family is going different 

places for the afternoon, and Pete is left alone at the house with his dog Turtle.  When Pete gets 

tired of being alone, he goes to the beach to find Fudge and his babysitter Sheila.  At the beach 

Pete sees Fudge and Sheila collecting rocks, which Pete thinks is crazy, because the beach is 

covered in rocks.  Pete startles Fudge and Sheila when he approaches them, and then Pete and 

Sheila begin arguing about babysitting money.  Pete ends the argument by beginning to sing 

loudly and embarrassing Sheila.  When asked what she is thinking while she is reading, Sally’s 

responds in Line 6, “Um I’m thinking um the I’m imagine that Pete is talking to Sheila to Sheila 

because um she’s not – wait… Pete was talking to Sheila and, wait wait wait.  Peter scared um 

Sheila and Sh- Peter said to Sheila that he invit-invited him.”  Sally’s statement reveals that she 

is imagining or visualizing Pete and Sheila’s encounter as she is reading. 

Line # Speaker  
1 T Sally, tell me what you were thinking. 
2 S I still don’t finish. 
3 T It’s ok. 
4 S Oh um…on this one? 
5 T Yea, what are you thinking right now, as you’re reading. 

6 S 

Um I’m thinking um the I’m imagine that Pete is talking to Sheila to 
Sheila because um she’s not – wait… Pete was talking to Sheila and, 
wait wait wait.  Peter scared um Sheila and Sh- Peter said to Sheila that 
he invit-invited him. 

7 T Ok.  Would you like to use any of the strategies now? 
  (continues) 
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Line # Speaker  
8 S Um…no. 
9 T Ok.  Keep going. 
10 T Um would you like to use any of the strategies now? 
11 S Um…teacher-type question.  Was Peter singing? 
12 T Ok…was he? 
13 S Yes. 

 

When she was taking the pre- and posttests, Sally used a strategy that she was taught in 

class.  The strategy, taught in third grade by Mr. Carr and in fourth grade by Mrs. Smart, is used 

when answering multiple-choice questions.  Use of the strategy involves crossing out answers 

that are determined to be incorrect thus allowing students to concentrate only on answers they 

think might be correct.  Teachers stress the advantage of being able to focus on answers that 

might be correct, and they demonstrate this strategy when discussing multiple-choice questions 

in small and large group settings.  Students are encouraged to use this strategy independently 

whenever they are answering multiple-choice questions.   

Sally answered 19 questions on the 19-question pretest, and she used the strategy of 

crossing out incorrect answer choices on all of those questions.  She chose correct answers on 

five of the 19 questions.  Sally used the strategy of marking out incorrect answer choices on each 

of the 18 questions she answered on the 21-question posttest.  She chose correct answers on nine 

of the 18 questions.  Sally’s use of this strategy can be seen on her pre- and posttests. 

Sally also used a strategy for choosing the best summary when she was completing her 

pretest.  This strategy, taught by Mrs. Smart, can be used by students when they are completing 

multiple-choice questions asking them to determine which answer choice provides the best 

summary of the selection.  Students are looking for the summary that includes the most 

important information from the beginning (b), the middle (m), and the end (e) of what was read.  



147 
 

To use the strategy students make a table next to the answer choices and label each column with 

one of three letters, b, m, and e.  As they examine each answer choice, they place a check mark 

next to each part that is included in the summary for that answer choice.  When their examination 

of the answer choices is complete, the correct answer will be the one that has check marks in the 

columns for beginning, middle, and end.     

There was one summary question on the pretest and one summary question on the 

posttest.  Sally appeared to start using this strategy when answering the summary question on the 

pretest, but her use of the strategy was not complete, and she erased her work before turning in 

her test.  The answer she chose for the summary question on the pretest was not correct.  Sally 

did not use this strategy on the summary question on the posttest, and she did not answer that 

question correctly.   Sally’s use of this strategy can be seen on her pre- and posttests.     

Sally also came into the study using a strategy that is a part of the clarifying step in the 

think aloud strategy.  In all three interviews, Sally mentioned her use of rereading to help her 

understand what she was reading and to monitor her understanding of what she was reading.   

1st interview:  

• I was like um repeating and repeat it again. 

• Like if I didn’t understand it, I would re-I read it again.  

2nd interview: Um  I was  re-reading. 

3rd interview: Re-reading again 

 

Declines to Use the Steps in the Strategy 

Sally declined to use the steps more than one time during the recorded independent 

practice sessions.  Examination of data reveals that Sally recognizes that using TAS aids her 

understanding of what is read, but when she prompted to use the steps, she often declines.  For 
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instance, during her recorded session on Day 3, Sally asked teacher type questions and used 

paraphrasing without being prompted.  However, when asked in Line 13 if she would like to use 

any other steps in the strategy she declined.  Likewise, when asked in Line 15 if she needed to 

clarify anything, she said no, and when asked in Line 17 if she would like to make a prediction 

about what would happen next, she declined.  In the part of Fudge-a-Mania (Blume, 1990) that 

Sally read Fudge and Pete were looking for Fudge’s myna bird, Uncle Feather.  They were going 

door-to-door asking neighbors if they had seen the bird.  Their first stop is at Mrs. A’s house, 

where the boys also have a snack.  During the conversation with Mrs. A, Fudge mentions that 

Uncle Feather is missing, but he does not mention that Uncle Feather is a bird and not his uncle.  

After the boys leave Mrs. A’s house, Pete asks Fudge why he did not tell Mrs. A that Uncle 

Feather was a bird.  Pete then proceeds to explain to Fudge that the description of Uncle Feather 

he gave to Mrs. A made Uncle Feather sound like a person, not a bird, and now Mrs. A thinks 

Uncle Feather is their crazy uncle.  The reading concludes with Pete telling Fudge that they can’t 

stop for snacks at all of the houses or they will never find Uncle Feather.  Sally’s teacher type 

question and her correct answer for the question along with her accurate paraphrasing of a 

portion of the text reveal that she understands what she read, yet she still declined to use other 

steps in TAS.     

Line # Speaker  
1 S I’m gonna use teacher-type questions. 
2 T Ok 
3 S Were they talking about Uncle Feather? 
4 T Yes? 
5 S Yes 
6 T Ok good.   Yea you can answer your own questions. 
7 S I’m gonna use paraphrasing. 
  (continues) 
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Line # Speaker  
8 T Ok 

9 S Uh Mrs. A was talking about Mrs. A was saying if if Uncle Feather 
could die. 

10 T Ok.  
11 T Would you like to paraphrase anything else? 

12 S 

Um let’s see…um…Peter grabbed um Fudge arm and Pete Peter said to 
Fudge that, “Why didn’t you tell her Uncle Feather Uncle Feather’s a 
bird?”  So Peter was uh Peter was saying to Fudge why didn’t he tell 
that Uncle Feather was a bird to Mrs. L to Mrs. A. 

13 T Ok ok um..ok Sally.  An-anything any other steps you wanna use? 
14 S Mmm nothing else. 

15 T Did you understand everything?  Was there anything you needed to 
clarify? 

16 S No 
17 T Ok.  Um, would would you like to make a prediction? 
18 S Mmm no 

 

On Day 5, I stopped Sally as she was reading to ask her what she was thinking about as 

she was reading.  Sally replied, “Um I’m thinking um the I’m imagine that Pete is talking to 

Sheila to Sheila because um she’s not – wait… Pete was talking to Sheila and, wait wait wait.  

Peter scared um Sheila and Sh- Peter said to Sheila that he invit-invited him.”  Her statement 

shows an understanding of the text.  However, when I asked if she would like to use any of the 

steps in the strategy, she declined as seen in Line 8.  In Line 10 I asked Sally if she would like to 

use any of the strategies, and she asked a teacher type question that appears in Line 11.  Her 

question, and the subsequent correct answer again point to her understanding what she read.  The 

text Sally is reading on Day 5 comes from Fudge-a-Mania (Blume, 1990) and begins with Pete’s 

family going different places to spend the afternoon, leaving Pete alone at the house with his dog 

Turtle.  Pete gets bored being alone, so he goes to the beach to find Fudge and his babysitter, 

Sheila.  When he gets to the beach, Pete sees Fudge and Sheila collecting rocks on the beach in 
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front of Mrs. A’s house.  This aggravates Pete because the beach is covered with rocks, and he 

thinks Fudge and Sheila are silly to be collecting them.  Pete startles Sheila and Fudge when he 

approaches them on the beach, and then Pete and Sheila argue about babysitting money.  Pete 

begins to sing loudly which embarrasses Sheila and ends the argument.  

Line # Speaker  
1 T Sally, tell me what you were thinking. 
2 S I still don’t finish. 
3 T It’s ok. 
4 S Oh um…on this one? 
5 T Yea, what are you thinking right now, as you’re reading. 

6 S 

Um I’m thinking um the I’m imagine that Pete is talking to Sheila to 
Sheila because um she’s not – wait… Pete was talking to Sheila and, 
wait wait wait.  Peter scared um Sheila and Sh- Peter said to Sheila that 
he invit-invited him. 

7 T Ok.  Would you like to use any of the strategies now? 
8 S Um…no. 
9 T Ok.  Keep going. 
10 T Um would you like to use any of the strategies now? 
11 S Um…teacher-type question.  Was Peter singing? 
12 T Ok…was he? 
13 S Yes. 

 

Sally declined to clarify information in Line 17, but she made a sensible prediction when 

asked to do so in Line 18.  In Line 21 she declines to use any other steps in the strategy.   

Line # Speaker  
14 T Do you uh do you understand what the author is saying? 
15 S Yes 
16 T Do you want to clarify anything? 
17 S No. 
18 T What do you think will happen next? 
  (continues) 
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Line # Speaker  

19 S Um probably Fudge gonna say to Peter that “Why did wa-why was he 
singing in f- why was he singing to Sheila in front of her face? 

20 T Ok.  That’s a fair thought.  I’ve read that part.  Anything else you’d like 
to say?  Any other strategies you’d like to use? 

21 S Um no. 
 

Similarities between Reciprocal Teaching and TAS 

Students Take Risks 

A comparison of the data gathered from the reciprocal teaching participants and the TAS 

participant revealed similarities between the two strategies.  The first similarity was that all three 

participants took risks when using the strategies.  This is evident with each participant’s use of 

the strategies on Day 1, because a lack of understanding of the scientific concepts being 

discussed prevented each participant from obtaining a complete understanding of the text.  For 

example, the text from Maria’s turn leading discussion on Day 1 came from ScienceSaurus 

(Proujan, 2005).  This text provided an expanded description of force, mass, and motion that 

included an explanation of the importance of mass to force and motion.  In addition, the text 

included an explanation of the effect of gravity and friction on motion and the effect of varying 

amounts of force on motion.  Though the pages from the text had been read and discussed in 

Maria’s class, she still struggled with the scientific concept and therefore had difficulty 

summarizing the text.  The summary Maria provides can be seen in Lines 1, 4, 6, and 10, “Um 

it’s important that um that um that like um… That you understand of the, of force, mass and 

motion and… And pulling or pushing applies as applies a force of the object… And it depends 

how much force applied actually more of us than of force of applies it has in…”  Though her 

summary shows some understanding of the text, multiple teacher prompts were provided, and the 
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summary is primarily composed of her responses to teacher prompts. Despite her lack of 

understanding of the text, Maria took a risk and answered my questions in order to compose a 

summary.  The data extract containing Maria’s summary and my prompts is below.   

Line # Speaker  
1 M Um it’s important that um that um that like um 
2 I Talk in the microphone. 
3 T She’s fine.  Keep on going, Maria.  It’s important that what? 
4 M That you understand of the of force, mass and motion and 
5 T Ok 
6 M And pulling or pushing applies as applies a force of the object 
7 T Ok pulling or pushing applies a force to the object. Um anything else? 
8 M No 

9 T Do you want to say anything about how much pulling or pushing you 
add?  Does that make a difference? 

10 M And it depends how much force applied actually more of us than of 
force of applies it has in  

11 T Hmm? 
12 I That’s all 
13 T You don’t want to talk about the amount? 
14 M Nnn 

 

The portion of text read on Day 1 came from ScienceSaurus (Proujan, 2005), and it 

introduced force and motion, presenting several examples to explain the concept.  Similar to 

Maria, David struggled with understanding the scientific topic covered in the text on Day 1.  

Therefore completing any of the reciprocal teaching steps was a risk. David’s risk increased 

during the summarizing portion of his discussion on Day1, because as he expressed during 

interviews, David felt uneasy about completing the summarizing step in reciprocal teaching.  

This unease was evident when he tried to decline to compose a summary after being prompted to 

do so on Day 1.  Since a rule of reciprocal teaching was that students must try to complete the 
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step or ask for help, I provided David with a prompt asking him to tell us the most important 

ideas on the page. He took a risk when he responded to my prompt.  This risk continued as David 

worked to compose a summary by responding to further prompts from me.  Lines 4, 8, 10, 12, 

14, and 16 contain David’s summary, “Uh it tells about how forces of motions worked. A force 

is a push or pull.  Um it sh-… it explain us um like how to skate, catch a fly ball…  Or when you 

pedal a bicycle, when you hit or pitch a soft ball…  Uh like how does it work?  I mean how does 

motions and forces work?”  Though his understanding of the text was incomplete and he was 

completing a step with which he felt discomfort, David took a risk and replied to my prompts in 

order to complete a summary.  

Line # Speaker  
1 T Ok David, so do you want to do the summary now? 
2 D Mmm no 
3 T Just tell us the most important things off of this page. 
4 D Uh it tells about how forces of motions worked. 

5 T Ok um do you want to give any more examples?  Remember what we 
talked about with the bold words?   

6 D No 
7 T Do you want to tell us what a force is? 
8 D A force is a push or pull. 

9 T Ok a force is a push or pull.  Um anything else important you think you 
need to add?  Anything from page 269? 

10 D Um it sh-… it explain us um like how to skate, catch a fly ball, 
11 M Fly ball 
12 D Or when you pedal a bicycle, when you hit or pitch a soft ball 
13 T What’s it saying about all that?   
14 D Uh like how does it work? 
15 M No what did you think it says 
16 D I mean how does motions and forces work? 
  (continues) 
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Line # Speaker  
17 T Ok can you tell us? 
18 D Me? 
19 T Well isn’t that what it’s explaining?  Can you explain it to us? 
20 M Um hmm? 
21 D Can I read it?  No 
22 T Can you tell us about it? 
23 D No I’m confused. 

24 T Ok is there something that you would like clarified?  Cause you can ask 
us a question if there’s something that you would like clarified. 

 

David’s risk taking continued when he asked for clarification of the word sled.  

Line # Speaker  
25 D Oh um sled…what does the word sled mean?  
26 T Does anybody know what a sled is? 
27 M A sled a sled is when like when you go out out of the snow 
28 T Uh huh 

29 M And then you can go down or you can you can go down on it or you can 
pull up the (unintel) 

30 D There’s some picture of it. 
31 T Is that a picture of a sled? 
32 M Yes 
33 T Ok alright. 

 

Like Maria and David, Sally struggled with the scientific concept covered by the text 

read on Day 1.  Though Sally used TAS when she read instead of using reciprocal teaching, she 

too took a risk and used the steps in TAS even though she did not have a complete understanding 

of the text.  The text Sally read on Day 1 came from ScienceSaurus (Proujan, 2005) and 

introduced the concept of force and motion providing pictures with captions to supply additional 

information about the concept.  As seen in Line 1, Sally asked a teacher type question without 
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being prompted, “Um…Ok…If you - if you kick the ball, is it um giving force?”  When I 

restated the question to Sally, she was able to provide a correct response.  Following my prompt 

to use the steps, Sally asked another teacher type question in Line 5, “Mmm is force is a push or 

a pull?” I restated the question, and Sally answered, “Yes.”  Since the question was not a yes or 

no question, I asked a question to clarify her answer, and she was able to provide the correct 

answer.       

Line # Speaker  
1 S Um…Ok…If you - if you kick the ball, is it um giving force? 
2 T Ok.  Is it giving force if you kick the ball? 
3 S Yes 

4 T Very good – it is.  Nice question.  Ok.  Anything else you want to ask 
yourself? 

5 S Mmm is force is a push or a pull?  
6 T What do you think? 
7 S Yes 
8 T Yes it’s a push, yes it’s a pull, or yes it’s both? 
9 S Oh 
10 S Um it’s both of them. 

11 T It is.  Good job.  Um what else do you want to do?  Did you need to 
make anything clear?  Was there anything you didn’t understand? 

12 S Hmm 
 

 
Insights about the Strategies and Comprehension 

Over the course of the study, the participants gained insights about the strategies they 

used.  Maria’s insights about reciprocal teaching can be seen in her responses to an interview 

question.  The question addressed how using the steps in reciprocal teaching could help her 

monitor her understanding of what she reads.  Maria provided details about how the steps in the 

strategy help her understand what she reads.  
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1st interview:  

• It help us. 

• It help us um think and learn what uh we’ll do next and help us um like if we 
don’t understand words.   

3rd interview: Um it helps me like like to know more better how to do words, um, to make 
some questions that I like I don’t understand sometimes, or sometimes what will happen 
next, and to tell beginning middle end like to tell like to tell what’s happening, too. 
 
David also gained insights about reciprocal teaching during the study.  His insight is 

demonstrated in the third interview when he identified a connection between understanding what 

was read and being able to complete the reciprocal teaching steps.   

Because a teacher might ask a teacher-type questions or if you want to summarize, you 
could summarize little from the beginning middle and end and if you want to make a 
prediction about what is going to happen next, you can do that, and if you want to clarify 
information and you can think in your head or brain, what does this word means?   
 
Sally too increased her awareness about the strategy she used during the study.  Her 

increased awareness about TAS can be seen in her responses to interview questions.  When 

asked during the first interview how the steps in the strategy helped her understand what she read 

Sally’s response acknowledged that the steps could help her in understanding books she reads.  

Her response also noted the helpfulness of paraphrasing.      

• Um it helps me because um I can um know many strategies so I can learn what’s 
what’s u- what’s what is about the book.   

• Mmm  mmm  para- 

• Ummm this because it helps me understand more better. 

• The paraphrase 
 
Sally’s response during the second interview expanded on her previous response and 

included a mention of each step in the strategy as being useful.  Sally again mentioned the 

helpfulness of paraphrasing.  

• Mmm well they help me reading…mmm.  They would help me reading by taking out 
the words or doing teacher-type questions or um what’s that one called? Um putting 
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your own information so you can understand it more better.   

• And…um think what’s gonna have to happen after um they were talking about about 
that about that page.  

• Uh paraphrase 

• Paraphrase, I think.   

• Um you can put information for you will understand more better. 

Sally echoed her responses from the first and second interviews that the steps in the 

strategy can help her understand books she reads.  She demonstrates further awareness of the 

strategies by noting the ease of using the steps.    

• Uh I like them because it helps me it helps me understand what what’s gon- what’s 
happening in the book and… 

• Oh um they were easier than I thought.   

 

Differences between Reciprocal Teaching and TAS 

Think Aloud Strategy No Discussion 

Comparison of data gathered from reciprocal teaching participants and the TAS 

participant revealed differences between the two strategies.  For example, the strategy of 

reciprocal teaching involves discussion, and analysis of the reciprocal teaching data revealed the 

initial theme of discussion aids understanding.  The think aloud strategy is an individual strategy, 

and consequently, analysis of the think aloud data did not reveal a theme related to discussion.  

Though the think aloud strategy is an individual strategy that does not involve discussion, the 

step of asking a teacher type question does lend itself to conversation.  This natural connection 

between asking questions and discussion was apparent each time Sally asked a teacher type 

question during her recorded use of the think aloud strategy.  Sally would ask a question and then 

pause, as if waiting for an answer.  I would then repeat the question for Sally to answer.  An 

example of this can be seen on Day 5.  Sally is reading from Fudge-a-Mania (Blume, 1990) 
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about a time when everyone in Pete’s family is going different places to spend the afternoon.  

Pete stays home alone with his dog Turtle, but he gets bored being home by himself, so he 

decides to go to the beach to find Fudge and his babysitter Sheila.  When he gets to the beach 

Pete sees Fudge and Sheila collecting rocks.  He approaches them, startling Sheila, who he 

begins to argue with about babysitting money.  Pete ends the fight by beginning to sing loudly 

and embarrassing Sheila.  Following a prompt to use one of the steps in the strategy, Sally asks a 

teacher type question in Line 16.  After asking the question, she pauses as if waiting for me to 

provide an answer, so I restated the question in Line 17 and then Sally answered in Line 18.  

However, since the strategy is an individual strategy no discussion followed the question.  Also, 

when Sally paraphrased some of the text in Line 2 and predicted what she thought might happen 

next in Line 10, there was no discussion as to the accuracy or inaccuracy of the paraphrasing or 

the prediction because the TAS is an individual strategy.        

Line # Speaker  
1 T Would you like to use any of the strategies now? 
2 S Oh mmm…paraphrasing…um Sheila took Fudge to a friend house with 

um Sheila’s family.   
3 T Ok ok. Keep reading, Sally. 
4 S You need me to read this page, too? 
5 T Yes, to the bottom of page 46.  Just don’t read that last sentence. 
6 S Which one, this one? 
7 T Stop right there. 
8 S Ok 
9 T Um what do you think will happen next? 
10 S Um ..um.. I think that they will look for Fudge. 
11 T Ok.  Do you need to clarify anything? 
12 S No 
13 T Would you like to use any of the strategies now? 
  (continues) 
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Line # Speaker  
14 S Um…um…teacher-type question. 
15 T Ok 
16 S Um…Are they looking for Fudge? 
17 T Ok…are they? 
18 S Mm hmm. 

 

This same scenario happens again a little later on Day 5.  In Line 30 Sally asked a teacher 

type question.  She paused instead of answering the question, so I restated the question, and Sally 

gave an answer.  Just as happened above, there was no discussion after Sally answered the 

question because the TAS is an individual strategy.   

Line # Speaker  

19 T Ok.  Ok.  Alright Sally, now read from the bottom of page 46 to the 
bottom of page 47 and stop with this word right there.  Ok? 

20 T Sally, tell me what you were thinking. 
21 S I still don’t finish. 
22 T It’s ok. 
23 S Oh um…on this one? 
24 T Yea, what are you thinking right now, as you’re reading. 

25 S 

Um I’m thinking um the I’m imagine that Pete is talking to Sheila to 
Sheila because um she’s not – wait… Pete was talking to Sheila and, 
wait wait wait.  Peter scared um Sheila and Sh- Peter said to Sheila that 
he invit-invited him. 

26 T Ok.  Would you like to use any of the strategies now? 
27 S Um…no. 
28 T Ok.  Keep going. 
29 T Um would you like to use any of the strategies now? 
30 S Um…teacher-type question.  Was Peter singing? 
31 T Ok…was he? 
32 S Yes. 
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Reciprocal Teaching Discussion Aids Understanding 

As discussed above, the individual nature of TAS precluded discussion.  In contrast, the 

discussion provided in conjunction with use of the reciprocal teaching steps was a key part of 

students’ increased understanding.  Maria’s turn leading discussion on Day 3 provides an 

example of the positive impact of students’ discussion during reciprocal teaching sessions.  The 

text being discussed came from Fudge-a-Mania (Blume, 1990) and mentioned a conversation 

that took place between Fudge and Pete as they were leaving Mrs. A’s house during their hunt 

for Uncle Feather.  Maria asked the following question, seen in Line 2, “Mmm who said we are 

never going to find him?  We never going to find him never ever.  Who said that?” David 

provided an answer to the question in Line 3, but Maria determined that his answer was 

incorrect.  Then Itzel provided an answer which Maria determined was correct.  In Line 11 Maria 

read from the text to provide support for her assessment of the answers to her question.  When 

David seemed confused as to why his answer was incorrect, Itzel clarified the answer for him in 

Line 13.   

Line # Speaker  
1 T Great.  Ok Maria.  We’re ready. 

2 M Teacher type of question.  Mmm who said we are never going to find 
him?  We never going to find him never ever.  Who said that? 

3 D Fudge? 
4 M Nope.  Fudge didn’t said that. 
5 D Oh no  
6 I Pete.   
7 M Yes she said that. 
8 D Pete? 
9 M And – yea.  Pete.   
10 I HE said that. 
  (continues) 
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Line # Speaker  

11 M 
Look, “If you stop(ed) for cocoa at every house, we’re never going to 
find him.”  “Never?” “Never!”  “Fudge started crying” (Blume, 1990, p. 
37). 

12 D Yea but who  
13 I Pete said that. 
14 M I know he said it.  And  
15 T Nice question. 

 

The prompts and discussion I provided during reciprocal teaching sessions also had an 

impact on students’ understanding.  For example, during David’s turn leading discussion on Day 

5 he asked a question that revealed all three participants were confused about the text.  David’s 

question, “Who was making joke?”  appears in Line 1.  The question is referring to a portion of 

text from Fudge-a-Mania (Blume, 1990) during which Pete sees Sheila and Fudge collecting 

rocks on the beach.  Pete thinks it is silly for them to be collecting rocks, because the beach is 

covered with rocks, so Pete says to himself, “What a joke” (Blume, 1990, p. 46). David’s 

question and the responses of the other students let me know that none of the students realized 

that Pete was not really making a joke.     

Line # Speaker  
1 D Who was making joke? 
2 M A joke? 
3 D Yea 
4 M Oh Mrs. A 
5 M I don’t know who was it, but 
6 T Who made a joke? 
7 D Yea 
8 I Yea what page was 
9 D Page forty forty-six.   
  (continues) 
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Line # Speaker  
10 T Um I’m where 
11 D I walked… 
12 T Oh ok 
13 D Who maked a joke? 

 

I had the students read the paragraph that contained the joke comment.  I hoped that they 

would realize Pete used the word joke in a sarcastic manner and that he did not actually make a 

joke.   

Line # Speaker  
14 T Everybody read the last full paragraph on page forty-six.   
15 I Sheila and Fudge 
16 M I-wait wait which one was it? 
17 T The last paragraph on page forty-six.   
18 M Because of you can walk on rocks for miles… 
19 T No the last paragraph…I walked… 
20 I I walked through the woods 

21 M Oh, “I walked through the woods to the beach.  Sheila and Fudge were 
out in front of Mrs. A’s house rock hunting.  What a joke!”  Oh Mrs. A! 

22 D No 
23 I Fudge and Sheila? 
24 D Yea 

 

Rereading the paragraph did not help the students understand that Pete was not making a 

joke, so I entered the discussion to make the meaning of Pete’s statement clear to the students.  

Through my guided discussion the students realized that Pete was not actually making a joke. 

Line # Speaker  

25 T 
Ok we’ve now jumped to the clarifying information section because 
we’re going to clarify something.  Have you ever heard have you ever 
heard anybody go, “What a joke. That test was so easy.”   

  (continues) 
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Line # Speaker  

26 M 
Oh that was Pete cause she stopped him with him and and and they 
stopped the rock pink someone like pretend there’s something happened 
and she’s like “What a joke” like something 

27 T Is it, so is it really a joke? 

28 M 
No but sometimes it’s like like let’s pretend that somebody just ripped 
something nobody knows and like they ripped the whole wall and then 
we were like “What a joke” cause they don’t know who did that, or… 

29 T Yes, so 
30 I Or is it like somebody did something to your car? 

31 T 

Or or if something’s just really goofy, and you’re like, “What a joke.”  
So it’s like it’s a phrase that you would say, and it doesn’t really mean 
funny ha-ha joke, it means this is ridiculous joke.  So Peter thinks what 
they are doing is silly, so he’s saying, “What a joke.  Why are they 
doing that?” Does that make sense? 

32 M Uh huh 
33 I Why would they go 

34 T Ok, so I love it that that question turned into clarifying information.  
Isn’t that perfect?  Ok David, the next step. 

 

 
Reciprocal Teaching Cannot Decline to Use the Steps in the Strategy 

Another difference between the strategies that was revealed by data analysis is that 

participants using reciprocal teaching do not have the option of declining to use the steps in 

reciprocal teaching, but the participant using the TAS does have the option to decline to use the 

steps.  Participants using reciprocal teaching were told that they must address each step of the 

strategy every time they led discussion.  They were allowed to choose the order in which they 

would address the steps, but each step must be addressed.  If the participants were struggling 

with how to complete a step, they were encouraged to ask for help from another student in the 

group.  An instance of a participant asking for help in completing a step instead of declining to 

complete the step is seen during Maria’s turn in leading in discussion on Day 3.  In the text being 
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discussed from Fudge-a-Mania (Blume, 1990) Pete and Fudge are looking for Uncle Feather, 

Fudge’s missing myna bird.  In their search they are going to neighbor’s homes to ask if anyone 

has seen Uncle Feather.  The brothers have just left the home of one of the neighbor’s, Mrs. A., 

where they ate a snack while chatting with Mrs. A about Uncle Feather.  Away from Mrs. A Pete 

begins to discuss with Fudge the fact that his description of Uncle Feather did not sound like the 

description of a bird, but rather the description of a crazy person.  Pete felt that Mrs. A probably 

thinks Uncle Feather is their missing crazy uncle, not a missing bird.  Pete also tells Fudge that 

they cannot keep staying for snacks at everyone’s house, because if they do, they won’t find 

Uncle Feather.  Maria started asking a teacher type question about this text in Line 1, but paused 

in the middle.  When I asked if she could think of a question a teacher might ask, Maria asked for 

help in Line 3 instead of declining to ask a question.  After Maria asked for help, I asked the 

students if anyone wanted to help Maria by asking a question.  Itzel volunteered, and she began 

asking a question in Line 7, but before she could finish the question, Maria shared her answer to 

the question and read the sentence from the text to support her answer. 

Line # Speaker  
1 M Who said my unc – wait.  
2 T Can you think of a question your teacher might ask?  
3 M I need some help. 

4 T Yes.  Um does anybody else – hav -I can help. Does anybody else have 
a question before I say something?  Before I help Maria. 

5 I I can sorta help her. 
6 T Ok well let’s hear it, Itzel. 
7 I What what was the funniest part of the –  

8 M Ha did the if you stopped for cocoa at every every house, we are never 
going to find him.  Never, never and then Fudge started crying.  

9 I Never say never 
  (continues) 
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Line # Speaker  
10 T I know but I agree – I think that’s so funny.  That made me laugh. Um 
11 D It didn’t make me laugh. 
12 T Nice question because ya had to think about it.   

 

After receiving help from Itzel in asking a question, Maria asked a question of her own in 

Line 15, “Um mmm who said that that um uh Uncle, Uncle Feather had um a n- a yellow nose?  

Cause this is here, and those are the ones…”  The extra phrases at the end of the question 

confused me and the other students, so I asked Maria to repeat the question, which she did in 

Line 21.  The students had difficulty finding the sentence in question, so I helped them by letting 

them know it was not on page 37, and Itzel provided a correct answer for the question in Line 33.  

Maria deemed the answer correct, and she supported her assessment by reading the sentence 

from the book.  Itzel was following along with Maria, and when Maria stopped reading Itzel 

added the next words from the book, “Fudge said…” (p. 36).  The requirement to try to complete 

each step of reciprocal teaching led to the discussion of two questions about the text, during 

which the participants interacted with the text.   

Line # Speaker  
13 M Oh and I have another one I think. 
14 T Ok 

15 M Um mmm who said that that um uh Uncle Uncle Feather had um a n- a 
yellow nose?  Cause this is here, and those are the ones 

16 D Hmm? 
17 M Another one - 
18 T Can you say that question again?   
19 M Who- 
20 T Oh ok say that again 
21 M Who said that Uncle Feather has a yellow nose? 
  (continues) 
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Line # Speaker  
22 T K who said that Uncle Feather has a yellow nose?  
23 I Where is it? 
24 T Um is it in our reading for right that we just read?  Ok so you  
25 I Oh 
26 I The bird 
27 M 36 
28 I It had to be before 36. 
28 T Well this the answer is not on page 37, so if that helps any. 
30 M I know where is it. 
31 I Where? 
32 D Mrs. A? 
33 I Oh…Fudge said. 
34 M Yea cause look – she 
35 I At the top of the 
36 M Yea,  “He’s mostly black with yellow feet and yellow nose,” (p. 36) 
37 I “’nose,’ Fudge said...” (p. 36) 

38 M And and and Pete said and the other one said that birds is birds the birds 
no have no have no have they have bill. 

 

Though Maria’s question was a who said what question, it addressed an integral part of 

this portion of the text which was Fudge’s confusing description of his bird.  In order to provide 

an example of a teacher type question that could be asked about Fudge’s description, and in 

order to determine if the students were able to make inferences about his description, I asked a 

teacher type question in Line 39.  Maria and Itzel were able to correctly infer that Mrs. A was 

confused by Fudge’s description of Uncle Feather.  David incorrectly stated that Pete was 

confused.  Maria noticed David’s misunderstanding, and she clarified for him the reason Mrs. A 

was confused.   
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Line # Speaker  

39 T 

Ok so I like your question.  I what I really like is that you knew that that 
was important because I agree with you, that’s important.  Um I I would 
have asked, um, why is it important that Fudge say Uncle Feather has a 
yellow bill and not a yellow nose? 

40 M Cause the um birds don’t have nose.  They have bill. 
41 T Right and, and who is very confused right now?  You 
42 M Mrs. A. 
43 I Mrs. A. 
44 D Pete 
45 T Right. 
46 M You said Pete. 
47 T Mrs. A is very confused cause she  
48 D Why? 
49 M She kee- think that is Fudge uncle.  Like we of human. 
50 D Oh. 
51 I And like you. 
52 M Yea like us. 

 

David’s turn in leading discussion on Day 1 provides an example of a reciprocal teaching 

participant trying to decline completing one of the steps in reciprocal teaching.  The text David is 

discussing comes from ScienceSaurus (Proujan, 2005) and provides an introduction to force and 

motion.  There are several examples included in the text to aid in the explanation of force and 

motion.  When asked if he would like to give a summary of the text he read David said no, so in 

Lines 2, 5, and 9 I gave him some suggestions as to what he could include in the summary.  I 

also prompted David to provide more explanation about the content of his summary in Lines 13, 

17, 19, and 22.  David’s summary is seen in Lines 4, 8, 10, 12, 14, and 16, “Uh it tells about how 

forces of motions worked.  A force is a push or pull.  Um it sh-… it explain us um like how to 

skate, catch a fly ball…  Or when you pedal a bicycle, when you hit or pitch a soft ball…  Uh 

like how does it work?  I mean how does motions and forces work?”  Though David’s summary 
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is composed of responses to my prompts and questions, being required to provide a summary 

instead of being able to decline to provide a summary compelled David to think about the text 

and try to identify the information he felt was most important.  His answers to my prompts and 

questions show that he was able to obtain some understanding of the text.   

Line # Speaker  
1 T Ok David, so do you want to do the summary now? 
2 D Mmm no 
3 T Just tell us the most important things off of this page. 
4 D Uh it tells about how forces of motions worked. 

5 T Ok um do you want to give any more examples?  Remember what we 
talked about with the bold words?   

6 D No 
7 T Do you want to tell us what a force is? 
8 D A force is a push or pull. 

9 T Ok a force is a push or pull.  Um anything else important you think you 
need to add?  Anything from page 269? 

10 D Um it sh-… it explain us um like how to skate, catch a fly ball, 
11 M Fly ball 
12 D Or when you pedal a bicycle, when you hit or pitch a soft ball 
13 T What’s it saying about all that?   
14 D Uh like how does it work? 
15 M No what did you think it says 
16 D I mean how does motions and forces work? 
17 T Ok can you tell us? 
18 D Me? 
19 T Well isn’t that what it’s explaining?  Can you explain it to us? 
20 M Um hmm? 
21 D Can I read it?  No 
22 T Can you tell us about it? 

 

When asked in Lines 17, 19, and 22 to explain the concept of force and motion as a part 



169 
 

of his summary, David expressed that he was confused and could not explain the concept.  In 

Line 24 I asked him if he needed anything clarified, and David asked for the word sled to be 

clarified in Line 25.  After being prompted to help David, Maria explained the meaning of the 

word sled.    

Line # Speaker  

23 D No I’m confused. 

24 T Ok is there something that you would like clarified?  Cause you can ask 
us a question if there’s something that you would like clarified. 

25 D Oh um sled…what does the word sled mean?  
26 T Does anybody know what a sled is? 
27 M A sled a sled is when like when you go out out of the snow 
28 T Uh huh 

29 M And then you can go down or you can you can go down on it or you can 
pull up the (unintel) 

30 D There’s some picture of it. 
31 T Is that a picture of a sled? 
32 M Yes 

 

Unlike the reciprocal teaching participants, the think aloud strategy participant was told 

that she could choose the steps in the strategy that she would like to use.  She was encouraged to 

use at least two steps each time, but it was her choice as to which steps to use and if she wanted 

to comply with the suggestion of using two steps each time she read.  An example of her 

declining to use the steps in the think aloud strategy can be seen during Day 5.  The text Sally is 

reading comes from Fudge-a-Mania ( Blume, 1990) and begins with Pete’s family all going 

different places for the afternoon, leaving him at home with his dog, Turtle.  When Pete gets 

bored, he and Turtle go to the beach to find Fudge and his babysitter Sheila.  Pete approaches 

Fudge and Sheila, and then Pete and Sheila begin arguing about babysitting money.  Pete ends 

the argument by singing loudly and embarrassing Sheila.  When asked in Line 1 to tell me what 
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she was thinking as she read, Sally replied that she was not finished.  Following additional 

prompting, Sally provided the following information about what she was thinking in Line 7, 

“Um I’m thinking um the I’m imagine that Pete is talking to Sheila to Sheila because um she’s 

not – wait… Pete was talking to Sheila and, wait, wait, wait.  Peter scared um Sheila and Sh- 

Peter said to Sheila that he invit-invited him.”  After being asked in Line 8 if she would like to 

use any of the steps, Sally declined to use any of the steps.   

Line # Speaker  

1 T Ok.  Ok.  Alright Sally, now read from the bottom of page 46 to the 
bottom of page 47 and stop with this word right there.  Ok? 

2 T Sally, tell me what you were thinking. 
3 S I still don’t finish. 
4 T It’s ok. 
5 S Oh um…on this one? 
6 T Yea, what are you thinking right now, as you’re reading. 

7 S 

Um I’m thinking um the I’m imagine that Pete is talking to Sheila to 
Sheila because um she’s not – wait… Pete was talking to Sheila and, 
wait wait wait.  Peter scared um Sheila and Sh- Peter said to Sheila that 
he invit-invited him. 

8 T Ok.  Would you like to use any of the strategies now? 
9 S Um…no. 
10 T Ok.  Keep going. 
11 T Um would you like to use any of the strategies now? 
12 S Um…teacher-type question.  Was Peter singing? 
13 T Ok…was he? 
14 S Yes. 

 

After I asked her in Line 17 if she would like to clarify anything, Sally again declined to 

use the steps in the strategy.  In Line 21, I asked Sally if she would like to use any steps in the 

strategy, and Sally declined to use any steps in Line 22.     
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Line # Speaker  
15 T Do you uh do you understand what the author is saying? 
16 S Yes 
17 T Do you want to clarify anything? 
18 S No. 
19 T What do you think will happen next? 

20 S Um probably Fudge gonna say to Peter that “Why did wa-why was he 
singing in f- why was he singing to Sheila in front of her face? 

21 T Ok.  That’s a fair thought.  I’ve read that part.  Anything else you’d like 
to say?  Any other strategies you’d like to use? 

22 S Um no. 
 

This study explored bilingual students’ use of reciprocal teaching or TAS in order to 

identify patterns that emerged during that use.  Also examined were similarities and differences 

in usage patterns between participants taught reciprocal teaching and the participant taught TAS.  

The findings from this exploration were presented above.  Discussion provided in Chapter 5 link 

the findings presented in this chapter to research discussed in Chapter 2. 
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CHAPTER 5 

DISCUSSION 

Earlier research reported that L2 learners need special actions or strategies to help them 

cope with the linguistic demands of reading a second language (Jiménez et al., 1996; McKeown 

& Gentilucci, 2007).  Additional research indicated that providing L2 learners with instruction in 

the use of metacognition can aid them in becoming more skilled readers (Anderson, 2002; 

McKeown & Gentilucci, 2007; Poole, 2012). 

This study examined the ways that three L2 elementary students used metacognitive 

strategies during literacy instruction. The purpose was to explore the patterns that might emerge 

when bilingual students used either the strategies of reciprocal teaching or TAS.  Further, the 

study looked at any similarities and differences that might occur. The following question guided 

this exploration: 

In what ways do elementary bilingual students use metacognitive strategies during 

literacy instruction? 

The sub questions were: 

1. What patterns emerge when elementary bilingual students use reciprocal teaching
during literacy instruction?

2. What patterns emerge when elementary bilingual students use the think aloud strategy
during literacy instruction?

3. What emerging patterns are similar/different when elementary bilingual students use
reciprocal teaching or the think aloud strategy during literacy instruction?

Three L2 students participated in the study.  Two participants were in the reciprocal 

teaching group and one was in the TAS group.  All participants were taught the steps in their 

strategy and took part in guided and independent practice during five instructional sessions that 

occurred over a two-week period.  The participants implemented the steps in the strategies 
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during five practice sessions that occurred for two weeks immediately following the instructional 

sessions.  Data were collected in the form of transcripts of independent practice audio recordings, 

student interviews, and pre and posttests. 

Analysis of data collected revealed three themes shared between the two strategies and 

one theme along with one thematic element that was not shared by both strategies.  The shared 

themes are: talking like a teacher, I know what I know, and established strategies.  One part of 

the theme of student strategy use that was important in reciprocal teaching but was not found in 

TAS is student discussion.  Analysis of TAS use revealed a theme not found in reciprocal 

teaching, declines to use the steps in the strategy.    

Information in this chapter relate the findings to previous research.  The focus of the 

chapter then turns to implications for classroom practice and recommendations for future 

research, followed by a conclusion. 

 

Reciprocal Teaching 

The current study was conducted with fourth grade L2 Spanish speaking students in a 

bilingual classroom who struggled with comprehension.  One pattern that emerged from to 

reciprocal teaching is that it promotes student discussion, and this discussion often aids the 

students in understanding the text.  The transcripts of reciprocal teaching contain multiple 

instances of discussion leading students from confusion about the text to an understanding of the 

text.  For example, there was a time when discussion revealed to the other participants that David 

was confused about a part of the text.  He was unaware that he had drawn an incorrect 

conclusion, but Maria and Itzel discussed the information with him, and helped him understand 

the text.  Ahmadi et al. (2013) determined that in order to meet the objectives of reciprocal 
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teaching, discussion is necessary, and that aligns with what was found in the current study.  

Likewise, in their 2009 study conducted with third through sixth grade students, Spörer et al. 

determined that a key component of reciprocal teaching is student led discussion because it is 

integral to increasing student comprehension.   

Participants’ discussion leading to increased understanding of the text also supports two 

of the four assertions of engagement perspective discussed by Guthrie et al. (2004).  These 

researchers state that the first assertion of engagement perspective is that engaged readers are 

self-driven to construct understanding as they read and this is often done through discussions of 

the text and use of mental strategies.  These authors explain that the second assertion of 

engagement perspective is that engaged readers realize success in understanding what is read.  

The positive impact of the participants’ discussion also supports information about engagement 

perspective shared by Tracey and Morrow (2006).  They claimed that engaged readers possess 

internal initiative, monitor their comprehension, and regularly discuss what they are reading.  

The data revealed multiple occasions in which the participants, Maria and David, used discussion 

to expand their comprehension of the text.  

As noted above, discussion is an essential part of reciprocal teaching; however, the 

current study emphasizes the need for teacher guidance during reciprocal teaching discussions.  

For instance, during one of the reciprocal teaching sessions, all three students were confused 

when Pete, the main character in the text, Fudge-a-Mania (Blume, 1990), used a figure of speech 

involving the word joke.  The students thought Pete really made a joke.  Guidance from the 

teacher and additional discussion was necessary to help the students understand the use of the 

word joke in this situation.  
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Multiple prompts during student led reciprocal teaching sessions were necessary.  

Without those prompts, the participants might not have been successful in addressing each step 

in the strategy when they were leading discussion.  By providing the prompts I helped the 

students complete the reciprocal teaching steps, and though they needed the prompts to compose 

information for each step, the information they composed let me know that they did have an 

understanding of the text.  Similarly, Palincsar (1986) noted that teacher prompting increased the 

students’ ability to use reciprocal teaching.  Further, she indicated that the type of teacher 

prompts made a difference for the students.  Spörer et al. (2009) also found that students who 

had reciprocal teaching discussions without some teacher guidance did not see increased 

comprehension on standardized reading tests.  Other researchers (Hacker & Tenent, 2002) 

concur with these findings.  Hacker and Tenent (2002) determined that when reciprocal teaching 

sessions are conducted without the guidance of a teacher students often skip the elements of the 

strategy they find difficult, which lessens the depth of discussions. 

The findings from the current study with bilingual students are similar to the findings 

from studies with monolingual students (Kelly et al., 1994; Hashey & Conners, 2003; Palincsar 

& Brown, 1984; Takala, 2006).  This points to the positive benefits of using reciprocal teaching 

with L2 learners, because in addition to the current study, other work has produced positive 

findings from using reciprocal teaching with L2 learners (Cotterall, 1990; Klingner & Vaughn, 

1996; Williams, 2010).  For example, in the current study participants’ use of the strategies to aid 

comprehension can be seen in data extracts taken from transcripts of reciprocal teaching 

sessions.  When providing answers to interview questions, participants also expressed an 

understanding that the steps in reciprocal could be used to help them understand text when they 

were reading on their own.  These findings echoed Cotterall’s (1990) statement that reciprocal 
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teaching instruction gave adult L2 learners four strategies to aid them in comprehending what 

they read.  

Reciprocal teaching discussion helped students move from confusion about parts of the 

text to understanding the text.  For example, during the clarifying information portion of the 

sessions, students expressed areas of need which allowed the participants to work together to 

come to a shared understanding.  Additionally, it allowed them to practice their thoughts in 

English which increased their English vocabulary. Researchers (Cotterall, 1990; Zwiers & 

Crawford, 2011) concurred with these findings.  They emphasized the need for L2 learners to 

participate in scholarly discussions in English in order to build their spoken communication. 

During interviews, participants in the current study expressed that asking teacher type 

questions was their favorite step in the strategy.  Their questions were typically sentence 

completion questions or who said what questions and not questions a teacher might ask, but the 

questions asked usually addressed important information in the text which demonstrated 

understanding of the text.  Participants’ responses to interview questions indicated that they saw 

the strategies as being useful for helping them understand when they were reading on their own.  

These responses might signal that students will ask questions to help ensure their understanding 

when they are reading alone.  In her work with L2 fourth grade students, Williams (2010) found 

that the discussion using the reciprocal teaching steps and the continuous questioning that takes 

place helps students realize that they should ask questions and monitor their understanding while 

they are reading. 

 

Think Aloud Strategy 

The current study also identified patterns in student use of TAS.  A pattern that emerged 
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when the participant used TAS that was not seen with reciprocal teaching was, declines to use 

the steps in the strategy.  Sally’s ability to decline using the steps is a part of the design of the 

strategy.  When using TAS, students are taught how to use each step, and they are told to use the 

steps, as they would like, while they are reading.  These directions differ from the requirement 

that students use each step in reciprocal teaching every time they lead discussion.  Sally’s refusal 

to use the steps in TAS can be seen throughout transcripts of her recorded independent practice 

sessions.  For instance, as she was reading on Day 3 Sally used two TAS steps.  As she continued 

reading, I provided three prompts asking if Sally would like to use the steps.  Each time she 

declined to use the steps.  Sally’s declination to use the steps corresponds with research stating 

that readers with limited expertise might not realize that they need to employ strategies to meet 

their objective of understanding the text (Paris et al., 1983).  During her interviews Sally 

mentioned that clarifying information was her least favorite step in TAS.  Sally declined to 

clarify anything when she was prompted to do so on Day 3.  In fact, she only used clarifying 

information one time during her recorded practice sessions.  Information from Poole (2012) 

provides insight into this lack of use, because he found that students often declined to use a 

strategy they did not like.    

Findings from this study are similar to those from another study conducted with L2 

learners.  One of the similar findings was an increase in understanding what was read after 

receiving training in TAS.  For example, Sally answered 26% of the questions on the pretest 

correctly and she answered 50% of the questions on the posttest correctly.  Research with L2 

students by McKeown and Gentilucci (2007) found that Intermediate level L2 learners, like 

Sally, made gains in reading comprehension after receiving training in TAS.      
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Reciprocal Teaching and Think Aloud Strategy 

Some of the patterns of use identified in the study were seen with the reciprocal teaching 

participants and with the TAS participant.  The first of these shared patterns was that using the 

steps in their respective strategies helped participants better understand what was read.  For 

example, David, one of the two reciprocal teaching participants, saw an 18% increase in the 

number of questions answered correctly from the pretest to the posttest.  The claim cannot be 

made that this increase is due to his use of reciprocal teaching, but Palincsar and Brown (1984) 

found similar results in their study that examined the effectiveness of reciprocal teaching when 

used with junior high school students who struggled with comprehension.  Their study also 

found that in addition to seeing an improvement in participants’ ability to answer comprehension 

questions, improvements were also seen in students’, “summarizing, predicting questions, and 

detecting incongruities” (p. 167) in testing room situations that were different from the situations 

in the study.  With regards to the transfer of gains in comprehension seen in Palincsar and Brown 

(1984), the current study did not include a measure to determine if comprehension gains were 

transferred to other areas.  However, when responding to interview questions, students 

mentioned activities other than the reciprocal teaching group during which the use of reciprocal 

teaching strategies would help them understand and monitor their understanding of what they 

were reading.  This might point to a transfer of gains in comprehension if the steps in the strategy 

were used in other situations.  

It is important to note that on the standardized test used to measure student growth in 

comprehension only one reciprocal teaching participant demonstrated an increase in the 

percentage of correct answers from the pretest to the posttest.  David made an 18% increase in 

the percentage of correct answers from the pretest to the posttest while Maria saw a decrease of 
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24%.  It is critical to mention that David, the participant who saw an increase in the percentage 

of questions he answered correctly, answered a similar number of questions on the pre and the 

posttest, 15 and 18 respectively.  In contrast, Maria, the participant who saw a 24% decrease on 

the posttest, answered eight questions on the pretest and 21 questions on the posttest.  A finding 

similar to David’s increase in percentage of correct answers comes from Spörer et al. (2009).  

These researchers found that students participating in student led reciprocal teaching groups 

containing a small number of students working with a teacher increased their comprehension on 

standardized reading tests. Hashey and Conners (2003) had similar findings using reciprocal 

teaching with the sixth and seventh grade students in their study.  These researchers found that 

after receiving reciprocal teaching instruction, the participants displayed growth on standardized 

tests. In addition, Kelly et al. (1994) found that fourth and fifth grade elementary students who 

were taught using reciprocal teaching made more gains in comprehension than students who 

were in the control group. However, in their review of 16 studies that included reciprocal 

teaching, Rosenshine and Meister (1994) presented findings that contrast with those discussed 

above and are more similar to what was seen with regards to Maria’s performance on the pretest 

and the posttest.  According to Rosenshine and Meister (1994), the reciprocal teaching group 

significantly outperformed the control group in only two of eleven studies when standardized 

tests were used to measure student growth.  

Sally, the TAS participant, also saw an increase in understanding what was read through 

the use of the strategies.  She only answered 26% of the 19 questions on the pretest correctly, but 

she answered 50% of the 18 questions she answered on the posttest correctly.  Sally did not 

answer three of the questions on the posttest.  As with the reciprocal teaching participants, I 

cannot claim that the increase was due to the use of TAS, but research presented earlier aligns 
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with the finding of an increase in correct answers from the pretest to the posttest.  Jackson (2016) 

found that first grade students using TAS showed increased comprehension of science texts in 

relation to first grade students who did not use TAS.  Sally’s increased understanding stemming 

from use of TAS was also seen on Day 3 when she used clarifying information to determine the 

meaning of the word, myna, in the text. Sally’s independent use of TAS to address a lack of 

understanding while she was reading links to information shared by Baumann et al. (1993).  

These authors noted that when teaching students TAS they were hoping that students would use 

the strategies when reading on their own to help them comprehend what they were reading and 

regulate that comprehension.  However, though Sally used the strategy on her own in this 

situation that was the expectation set for the study.  There is no way to determine if she 

continued to use the strategy on her own once the study concluded.       

Student involvement in text is another pattern of use identified in the current study that is 

shared by both reciprocal teaching participants and the TAS participant. Multiple times 

throughout transcribed reciprocal teaching sessions the students’ involvement in the text can be 

seen in their many comments and questions.  An example of this occurred when David 

interrupted Maria’s turn leading discussion to wonder aloud if Pete and Fudge would find Uncle 

Feather.  This finding aligns with research cited by Oczkus and Rasinski (2015) stating that 

student comprehension is improved through the use of reciprocal teaching because the students 

are actively engaged in discussions about text.  

When using TAS, Sally displayed involvement in the text numerous times during her 

recorded independent practice sessions.  For instance, Sally made a connection between what she 

already knew and what she was reading when she was asking a teacher type question about a 

caption in ScienceSaurus (Proujan, 2005).  The caption was about catching a baseball, and in 
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Sally’s question she referenced football which was her favorite sport.  This finding echos 

Jackson’s (2016) finding in her study of first grade students reading science texts.  She found 

that students using TAS, when examined in relation to students who did not use TAS, showed 

increased engagement and comprehension of science texts.  Likewise, Caldwell and Leslie 

(2010) found that middle school students who were taught TAS actively constructed 

understanding of the text. 

The current study found that students used strategies in addition to reciprocal teaching 

and TAS.  Each of the three participants came into the study knowing and using strategies in 

addition to reciprocal teaching and TAS.  For instance, both Maria and Sally mentioned during 

interviews that they used visualizing while they were reading.  One of the participants also 

developed his own strategy of writing down unknown words as he was reading.  The other 

students in the group adopted this strategy too.  The adoption of this additional strategy by all of 

the students in the group makes sense when seen in the light of information presented by Sheorey 

and Mokhtari (2001).  These researchers found that L2 students viewed support reading 

strategies as notably important.  Strategies such as dictionary use and marking information to aid 

in understanding are classified as support reading strategies (Sheorey & Mokhtari, 2001).     

The students were also taught test-taking strategies in their classes, so on the pre and 

posttest, all three participants used the strategy of crossing out incorrect answers so that the only 

answer choices left are those that might be correct.  Another test-taking strategy taught in the 

participants’ classes is called stop and jot.  When using this strategy, students write the main idea 

of each paragraph in the margin beside the paragraph.  Maria was the only participant to use stop 

and jot on the pre and posttests. Maria only used stop and jot on the first passage of the pretest.  

When she got to the second passage, she prepared it for stop and jot by drawing lines to separate 
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her paragraphs, but then she said that her hand hurt, and she asked if she had to use stop and jot.  

When told she had a choice, Maria chose not to continue using the strategy.  The three 

participants’ use of the crossing out incorrect answers strategy, Maria’s decision to terminate her 

use of stop and jot, and Sally and David’s lack of use of stop and jot might be attributed to what 

Poole (2012) found in his study about students’ use of strategies.  Poole noted that students will 

use a strategy if they think it will save them time as in the crossing out incorrect answers 

strategy, and they will avoid using a strategy if they think using it takes too much time as in the 

case of stop and jot.  In addition to its often labor-intensive nature, Sally and David might have 

chosen not to use stop and jot at all could be their lack of awareness of the benefits of using the 

strategy.  Though teachers often remind students that using stop and jot can help them answer the 

questions at the end of the passage, the connection between stop and jot and understanding what 

is read along with monitoring understanding of what is read is not mentioned on a regular basis.  

This possible reason for lack of use is supported by findings from Poole (2012) when he stated 

that when students have a disbelief in the usefulness of a strategy, students’ use of that strategy is 

impacted.   

An additional test-taking strategy that was used by David and begun by Sally is the BME 

(beginning, middle, end) strategy.  This strategy is used for answering questions involving 

choosing the best summary of a passage or a part of a passage.  David used this strategy on the 

summary questions on both the pre- and the posttest.  Sally started to use this strategy on the 

pretest, but discontinued.  The participants’ varied use of this strategy aligns with research by 

Poole (2012) that notes students will use strategies if the strategies can aid them in recollecting 

information about what they read.  David might have felt that completing the chart aided him in 

recalling what was included in each answer choice. 
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The participants’ use of strategies when they are reading and taking tests supports an 

assertion of engagement perspective discussed by Guthrie et al. (2004).  This assertion is that 

engaged readers are self-driven to construct meaning while they are reading, and one of the ways 

they construct meaning is through the use of mental strategies.  The participants’ use of strategies 

also aligns with information provided by Tracey and Morrow (2006) about engagement 

perspective.  The information provided by these researchers states that engaged readers have 

internal initiative and use metacognitive strategies to monitor their comprehension.    

 

Implications for Classroom Practice 

Findings from this study have multiple implications for classroom practice.  One of the 

most notable implications comes from the use of the ScienceSaurus (Proujan, 2005) as the text 

for discussion during reciprocal teaching sessions.  Though the pages used had been discussed 

during the students’ science class, their lack of knowledge of these concepts likely hindered their 

ability to retain information about them.  As noted by Tracey and Morrow (2006), if a person 

does not have schema on a subject, that person will have difficulty acquiring facts on that 

subject.  This claim supports the situation that even though the students understood the strategies 

and were able to use them, their struggles with the content in the ScienceSaurus (Proujan, 2005) 

hindered their ability to understand the text.   

The discussion promoted by reciprocal teaching provides another implication for 

instruction.  There were multiple times, as seen in data extracts included in the theme of student 

strategy use, when students struggled to understand the text.  These struggles were present even 

after changing the text from ScienceSaurus (Proujan, 2005) to Fudge-a-Mania (Blume, 1990).  

The discussion facilitated by reciprocal teaching helped the students move from not 
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understanding the text to having an understanding of the text.  When working with L2 learners, 

Cotterall (1990) and Williams (2010) had findings similar to the current study in that discussion 

during reciprocal teaching had a positive impact on understanding.  In their research conducted 

with monolingual students Hashey and Conners (2003) also had findings similar to the current 

study.  This points to increases in understanding in both L2 and monolingual students provided 

by reciprocal teaching discussion.   

An additional instructional implication from this study involves the discussion 

encouraged by reciprocal teaching and L2 learners.  As shown by this study, students who are 

learning English benefit from the discussion promoted by reciprocal teaching.  The discussion 

requires L2 learners to compose their thoughts about the text and present them using English.  In 

addition to aiding L2 learners in monitoring their understanding of the text and acquiring 

understanding of the text, these authentic conversations are valuable in aiding L2 learners in their 

language acquisition.  Information shared by Zwiers and Crawford (2011) supports this 

implication, because it explains that our expertise in reading, writing, and language usage is built 

on spoken communication.  Likewise, an International Literacy Association (ILA) Literacy 

Leadership Brief (2017) mentions the need for L2 learners to have many opportunities to use 

language in genuine situations.  Further, the state of Texas English Language Proficiency 

Standards include speaking requirements for L2 learners (Chapter 74.4, 2016, ELPS).  The 

inclusion of speaking requirements in Texas’ standards for L2 learners points to the importance 

of conversation in language acquisition.    

A final implication for instruction is the fact that the design of the think aloud strategy 

does not facilitate conversation.  It is an individual strategy, and students must know how to use 

the strategies by themselves to monitor their understanding.  The steps in reciprocal teaching can 
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be used by students to monitor their understanding of text while reading alone, but the students 

must be confident in their use of the strategies for this transfer to take place.  

 

Implications for Future Research 

A review of research related to L2 learners revealed that the number of L2 learners in 

U.S. schools is increasing each year.  Due to these increases, it is imperative to conduct research 

to determine the best ways to aid these students as they learn to read another language.  There 

has been a limited amount of qualitative research conducted with regard to L2 elementary 

students and metacognitive strategy use.  As seen in the current study, the benefits to L2 students 

provided by reciprocal teaching and the think aloud strategy are similar to the benefits these 

strategies provide for students in monolingual classrooms.  More research should be conducted 

using reciprocal teaching and the think aloud strategy with L2 learners to determine if instruction 

in these strategies provides optimal benefits for L2 learners. 

Another implication for research is that more time is needed for students to practice using 

the strategies in order to become proficient in their use.  The need for more practice is evident in 

the necessity for me to provide multiple prompts in order for students to use the steps in the 

strategies.  This need is also evident in the times when students are not completely successful in 

using the steps even with multiple prompts from me.  Providing more practice could entail 

additional student practice using the strategies during the guided practice portion of the study, 

prior to beginning the independent practice sessions.  It could also entail a longer period of 

independent practice.  In either scenario, the length of the study would need to be increased in 

order to provide additional practice time.    
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Conclusion 

L2 learners are often unaware of the need to monitor their understanding when they read.  

The strategies in this study have the potential to help L2 students realize that it is important to 

make sure they understand what they read.  Research conducted for this study revealed a lack of 

qualitative research on elementary L2 learners.  Therefore, this study presented a qualitative 

perspective that explored participants’ experiences using metacognitive strategies.  Data analysis 

revealed that reciprocal teaching promoted vigorous discussions that helped students better 

understand the text.  This is important for L2 learners because participating in these 

conversations provided them with practice in composing and expressing their thoughts in 

English.  Practice in doing this will help them increase their proficiency in using English.  As a 

strategy designed for individual use, TAS did not facilitate conversation, but using the strategy 

was beneficial in helping the L2 participant better understand the text.  The strategies used in the 

study were beneficial for L2 students, but it was discovered that if students’ lack an 

understanding of the topic covered in the text they are reading, they might not be able to fully 

understand the text even when using reciprocal teaching or TAS.               

The L2 participants in this study had positive experiences with learning and using 

metacognitive strategies.  Educators seeking ways to help L2 learners better understand what 

they read and monitor their understanding while they are reading should provide instruction in 

reciprocal teaching or TAS.  When providing this instruction teachers should supply ample time 

for students to practice using the metacognitive strategies.  Students need this time to become 

proficient in their use of the strategies so they can obtain optimal benefits from them.   
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• First instructional session – Explain that students are learning the steps in a 
metacognitive strategy called think aloud strategy.  

o Tell students they can use these steps to help them monitor their understanding 
while reading.  

o Students add the title to the frame of their individual interactive word walls for 
think aloud strategy (Jackson & Ash, 2011).  See Appendix J for participants’ 
word walls. 

• First instructional session continued – When the steps above are accomplished, begin 
instruction in think aloud strategy, starting with paraphrasing. 

o Read page 242 in ScienceSaurus (Proujan, 2005), and use this portion during 
researcher-modeled practice of paraphrasing.  See Appendix K for paraphrasing 
of this text. 

o Read the first paragraph on page 243 in ScienceSaurus (Proujan, 2005), and use 
this portion during researcher-guided practice of paraphrasing.  See Appendix K 
for paraphrasing of this text. 

o Read the last paragraph on page 243 in ScienceSaurus (Proujan, 2005), and use 
this portion during student independent practice of paraphrasing. 

o Work together to complete the paraphrasing portion of students’ interactive word 
walls (Jackson & Ash, 2011).  See Appendix J for participants’ word walls. 

• Second instructional session – Teach students how to ask teacher type questions.   

o Read the first three paragraphs on page 244 in ScienceSaurus (Proujan, 2005), and 
use this portion during researcher-modeled practice of asking questions.  See 
Appendix K for questions about this text. 

o Read the first two paragraphs on page 246 in ScienceSaurus (Proujan, 2005), and 
use this portion during researcher-guided practice of asking questions.  See 
Appendix K for questions about this text. 

o Read the last paragraph on page 246 in ScienceSaurus (Proujan, 2005), and use 
this portion during student independent practice of asking questions. 

o Work together to complete the asking questions portion of students’ interactive 
word walls (Jackson & Ash, 2011).  See Appendix J for participants’ word walls. 

• Third instructional session – Teach students how to clarify information by rereading 
difficult parts of the text.  Teach additional clarifying strategies such as replacing an 
unfamiliar word with one that is known and using text features to aid in understanding 
the text.  Also teach students to disregard puzzling text that can be made clear at a later 
time.  
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o Read page 260 in ScienceSaurus (Proujan, 2005), and use this portion during 
researcher-modeled practice of clarifying information.  See Appendix K for 
elements clarified in this text. 

o Read the first two paragraphs on page 261 in ScienceSaurus (Proujan, 2005), and 
use this portion during researcher-guided practice of clarifying information.  See 
Appendix K for elements clarified in this text. 

o Read the last two paragraphs on page 261 in ScienceSaurus (Proujan, 2005), and 
use this portion during student independent practice of clarifying information. 

o Work together to complete the clarifying information portion of students’ 
interactive word walls (Jackson & Ash, 2011).  See Appendix J for participants’ 
word walls. 

• Fourth instructional session – Teach making predictions. 

o Read the bottom half of page 262 in ScienceSaurus (Proujan, 2005), and use this 
portion during researcher-modeled practice of making predictions.  See Appendix 
K for predictions made about this text. 

o Read the top half of page 263 in ScienceSaurus (Proujan, 2005), and use this 
portion during researcher-guided practice of making predictions.  See Appendix K 
for predictions made about this text. 

o Read the last paragraph on page 263 in ScienceSaurus (Proujan, 2005), and use 
this portion during student independent practice of making predictions. 

o Work together to complete the making predictions portion of students’ interactive 
word walls (Jackson & Ash, 2011).  See Appendix J for participants’ word walls. 

• Fifth instructional session – Lead students in using think aloud strategies to aid in 
understanding multiple portions of text. 

o Read pages 264- 265 in ScienceSaurus (Proujan, 2005) and lead students in 
discussions about that text using the steps of think aloud strategy.    

o Give each student a fluency phone to be used when practicing the strategies 
individually. 
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• First independent practice session – Make an audio recording of the participant using 
think aloud strategy.  Record the participant using the strategies while reading pages 268-
269 in ScienceSaurus (Proujan, 2005).  The original plan was for the participant to read 
all of page 269, but due to her struggles with the scientific content on these pages, she 
only read the top half of page 269. 

o Have the participant read pages 268-269 in ScienceSaurus (Proujan, 2005), and 
use think aloud strategy to help understand this portion. 

o While the participant is being recorded, have the other student read pages 268-269 
in ScienceSaurus (Proujan, 2005), and practice the steps in think aloud strategy 
using a fluency phone. 

o Have students use their individual word walls to aid them in using the strategies.   

o During this practice, the researcher will prompt students as necessary using the 
phrases found in Table 4. 

o After the students have read the pages above, have them read pages 28-29 and 
work together to practice the steps in think aloud strategy. 

o Have students use their individual word walls to aid them in using the strategies. 

o During this practice, the researcher will prompt students as necessary using the 
phrases found in Table 4.  

• Second independent practice session – During the first half of this session have 
students read and practice using think aloud strategy together.   

o Students read from the middle of page 32-33 in Fudge-a-Mania (Blume, 1990), 
and work together to practice using think aloud strategy to help understand this 
portion. 

o Have students use their individual word walls to aid them in using the strategies.   

o The researcher will prompt students as necessary using the phrases found in Table 
4. 

• Second independent practice session continued – During the second half of this session 
the original plan was for students to read and practice using think aloud strategy 
individually.  They struggled with using the strategies on their own, so while reading the 
pages chorally with the teacher, the students worked together to use the think aloud 
strategies.  The pages were read chorally to ensure students were reading at the same pace 
so that the researcher’s prompts would foster discussion and use of the think aloud 
strategies more easily than if students were not reading at the same pace.     
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o Students and researcher chorally read pages 34-35 in Fudge-a-Mania (Blume, 
1990), and work together to use think aloud strategy to help understand this 
portion. 

o Have students use their individual word walls to aid them in using the strategies.   

o The researcher will prompt students as necessary using the phrases found in Table 
4.  

• Third independent practice session – Make an audio recording of the participant using 
think aloud strategy.  Record the participant using the strategies while reading pages 36-
37 in Fudge-a-Mania (Blume, 1990). 

o Have the participant read pages 36-37 in Fudge-a-Mania (Blume, 1990), and use 
think aloud strategy to help understand this portion. 

o While the participant is being recorded, have the other student read pages 36-37 in 
Fudge-a-Mania (Blume, 1990), and practice the steps in think aloud strategy 
using a fluency phone. 

o Have students use their individual word walls to aid them in using the strategies.   

o During this practice, the researcher will prompt students as necessary using the 
phrases found in Table 4. 

o After the students have read the pages above, have them read page 38 and work 
together to practice the steps in think aloud strategy. 

o Have students use their individual word walls to aid them in using the strategies. 

o During this practice, the researcher will prompt students as necessary using the 
phrases found in Table 4. 

• Fourth independent practice session – During the first half of this session have students 
read and practice using the think aloud steps together.   

o Students read pages 38-43 in Fudge-a-Mania (Blume, 1990), and work together 
to practice using think aloud strategy to help understand this portion. 

o Have students use their individual word walls to aid them in using the strategies.   

o The researcher will prompt students as necessary using the phrases in Table 4. 

• Fourth independent practice session continued – During the second half of this session 
the original plan was for students to read and practice using think aloud strategy 
individually.  However, as happened during the second independent practice, the students 
struggled with using the strategies on their own, so while reading the pages chorally with 
the teacher, the students worked together to use the think aloud strategies. 
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o Students and researcher chorally read pages 43-44 in Fudge-a-Mania (Blume, 
1990), and use think aloud strategy to help understand this portion.   

o Have students use their individual word walls to aid them in using the strategies.   

o The researcher will prompt students as necessary using the phrases in Table 4. 

• Fifth independent practice session – Make an audio recording of the participant using 
think aloud strategy.  Record the participant using the strategies while reading from the 
bottom of page 45 to the bottom of page 47 in Fudge-a-Mania (Blume, 1990). 

o Have the participant read from the bottom of page 45 to the bottom of page 47 in 
Fudge-a-Mania (Blume, 1990), and use think aloud strategy to help understand 
this portion. 

o While the participant is being recorded, have the other student read from the 
bottom of page 45 to the bottom of page 47 in Fudge-a-Mania (Blume, 1990), and 
practice the steps in think aloud strategy using a fluency phone. 

o Have students use their individual word walls to aid them in using the strategies.   

o During this practice, the researcher will prompt students as necessary using the 
phrases found in Table 4. 

o After the students have read the pages above, have them read from the bottom of 
page 47 to the end of page 49 and work together to practice the steps in think 
aloud strategy. 

o Have students use their individual word walls to aid them in using the strategies. 

o During this practice, the researcher will prompt students as necessary using the 
phrases found in Table 4. 



194 

APPENDIX C 

PROCEDURE FOR RECIPROCAL TEACHING INSTRUCTIONAL SESSIONS



195 
 

• First instructional session – Explain that students are learning the steps in the 
metacognitive strategy called reciprocal teaching.  

o Tell students they can use these steps to help them monitor their understanding 
while reading.  

o Students create the title and frame of their individual interactive word walls for 
reciprocal teaching (Jackson & Ash, 2011).  See Appendix J for participants’ 
word walls. 

• First instructional session continued – When the steps above are accomplished, begin 
instruction in reciprocal teaching, starting with asking teacher-type questions. 

o Read page 242 in ScienceSaurus (Proujan, 2005), and use this portion during 
researcher-modeled practice of asking teacher type questions.  See Appendix L 
for questions about this text. 

o  Read the first paragraph on page 243 in ScienceSaurus (Proujan, 2005), and use 
this portion during researcher-guided practice of asking teacher type questions.  
See Appendix L for questions about this text. 

o Read the last paragraph on page 243 in ScienceSaurus (Proujan, 2005), and use 
this portion during student independent practice of asking teacher type questions. 

o Work together to complete the asking questions portion of students’ interactive 
word walls (Jackson & Ash, 2011).  See Appendix J for participants’ word walls. 

• Second instructional session – Teach students how to summarize what they have read.   

o Read the first three paragraphs on page 244 in ScienceSaurus (Proujan, 2005), and 
use this portion during researcher-modeled practice of summarizing what is read.  
See Appendix L for a summary of this text. 

o Read the first two paragraphs on page 246 in ScienceSaurus (Proujan, 2005), and 
use this portion during researcher-guided practice of summarizing what is read.  
See Appendix L for a summary of this text. 

o Read the last paragraph on page 246 in ScienceSaurus (Proujan, 2005), and use 
this portion during student independent practice of summarizing what is read. 

o Work together to complete the summary portion of students’ interactive word 
walls (Jackson & Ash, 2011).  See Appendix J for participants’ word walls. 

• Third instructional session – Teach students how to make predictions. 

o Read page 260 in ScienceSaurus (Proujan, 2005), and use this portion during 
researcher-modeled practice of making predictions.  See Appendix L for 
predictions about this text. 
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o Read the first two paragraphs on page 261 in ScienceSaurus (Proujan, 2005), and 
use this portion during researcher-guided practice of making predictions.  See 
Appendix L for predictions about this text. 

o Read the last two paragraphs on page 261 in ScienceSaurus (Proujan, 2005), and 
use this portion during student independent practice of making predictions. 

o Work together to complete the making predictions portion of students’ interactive 
word walls (Jackson & Ash, 2011).  See Appendix J for participants’ word walls. 

• Fourth instructional session – Teach students how to clarify information.   

o Read the bottom half of page 262 in ScienceSaurus (Proujan, 2005), and use this 
portion during researcher-modeled practice of clarifying information.  See 
Appendix L for elements clarified in this text. 

o  Read the top half of page 263 in ScienceSaurus (Proujan, 2005), and use this 
portion during researcher-guided practice of clarifying information.  See 
Appendix L for elements clarified in this text. 

o Read the last paragraph on page 263 in ScienceSaurus (Proujan, 2005), and use 
this portion during student independent practice of clarifying information. 

o Work together to complete the clarifying information portion of students’ 
interactive word walls (Jackson & Ash, 2011).  See Appendix J for participants’ 
word walls. 

• Fifth instructional session – Lead students in multiple reciprocal teaching discussions. 

o Read pages 264- 265 in ScienceSaurus (Proujan, 2005) and lead students in 
discussions about those portions using the elements of reciprocal teaching. 
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• First independent practice session – Make audio recordings of students leading 
reciprocal teaching discussions.  Record each student leading a discussion of text in 
ScienceSaurus (Proujan, 2005). 

o Read pages 268-269 in ScienceSaurus (Proujan, 2005), and use this portion for 
the recorded reciprocal teaching discussion led by the first student. 

o Read page 278 in ScienceSaurus (Proujan, 2005), and use this portion for the 
recorded reciprocal teaching discussion led by the second student. 

o Read page 28 in ScienceSaurus (Proujan, 2005), and use this portion for the 
reciprocal teaching discussion led by the third student.  This student is not 
participating in the study and will not be recorded leading the discussion. 

o Have students use their individual word walls to aid them in leading the 
discussion.  

o The researcher will prompt students as necessary using the phrases found in Table 
5.  

• Second independent practice session – Students take turns leading reciprocal teaching 
discussions.   

o Read page 32-33 in Fudge-a-Mania (Blume, 1990), and use this portion for the 
reciprocal teaching discussion led by the first student. 

o Read page 34-35 in Fudge-a-Mania (Blume, 1990), and use this portion for the 
reciprocal teaching discussion led by the second student. 

o The third student did not get to lead discussion on this day because the 
discussions lead by the participants took the entire time. 

o Have students use their individual word walls to aid them in using the strategies.   

o The researcher will prompt students as necessary using the phrases found in Table 
5. 

• Third independent practice session – Make audio recordings of students leading 
reciprocal teaching discussions.  Record each student leading a discussion of Fudge-a-
Mania (Blume, 1990). 

o Read page 36 in Fudge-a-Mania (Blume, 1990), and use this portion for the 
recorded reciprocal teaching discussion led by the first student. 

o Read page 37 in Fudge-a-Mania (Blume, 1990), and use this portion for the 
recorded reciprocal teaching discussion led by the second student. 
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o Read page 38 in Fudge-a-Mania (Blume, 1990), and use this portion for the 
reciprocal teaching discussion led by the third student.  This student is not 
participating in the study and will not be recorded leading the discussion. 

o Have students use their individual word walls to aid them in leading the 
discussion.  

o The researcher will prompt students as necessary using the phrases found in Table 
5. 

• Fourth independent practice session – Students take turns leading reciprocal teaching 
discussions.   

o Read from the bottom of page 38 to page 40 in Fudge-a-Mania (Blume, 1990), 
and use this portion for the reciprocal teaching discussion led by the first student. 

o Read page 41 to the top of page 43 in Fudge-a-Mania (Blume, 1990), and use this 
portion for the reciprocal teaching discussion led by the second student. 

o Read from the bottom of page 43 to page 44 in Fudge-a-Mania (Blume, 1990), 
and use this portion for the reciprocal teaching discussion led by the third student.   

o Have students use their individual word walls to aid them in using the strategies.   

o The researcher will prompt students as necessary using the phrases found in Table 
5. 

• Fifth independent practice session – Make audio recordings of students leading 
reciprocal teaching discussions.  Record each student leading a discussion of Fudge-a-
Mania (Blume, 1990). 

o The researcher read the top of page 45 aloud to the students.   

o Read the bottom of page 45 to page 46 in Fudge-a-Mania (Blume, 1990), and use 
this portion for the recorded reciprocal teaching discussion led by the first student. 

o Read the bottom of page 46 to the bottom of page 47 in Fudge-a-Mania (Blume, 
1990), and use this portion for the recorded reciprocal teaching discussion led by 
the second student. 

o The third student did not get to lead discussion on this day because the 
discussions lead by the participants took the entire time.  This student is not 
participating in the study and would not have been recorded leading the 
discussion. 

o Have students use their individual word walls to aid them in leading the 
discussion.  
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o The researcher will prompt students as necessary using the phrases found in Table 
5.  
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1. Why it is important to make sure you understand what you are reading? 

2. Before learning the strategies how did you make sure you monitor your understanding 
what you were reading? 

3. How does using the strategies you learned help you monitor your understanding of what 
you are reading? 

4. Which part of the strategies do you like the most? 

5. Which part of the strategies do you like the least? 

6. When would it help you to use some of the strategies and not others? 

7. Why would you use the strategies when you aren’t working with a group or asked by a 
teacher?   

8. How will you continue to use the strategies you have learned? 

9. What goes on in your head while you are reading? 

10. Tell me anything you would like to about the strategies. 
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Code/Theme Definition Example 
Initial Codes 

Likes teacher type questions because he/she likes to challenge 
someone  

The participant notes that teacher type questions are his/her 
favorite step in the strategy because asking teacher type 
questions lets you challenge others. 

T: Which part of the strategies do you like the most? 
S:  Teacher-type questions 
T:  Ok why? 
S:  Because um because when you wanna challenge someone 
else if they were reading the book and if they understand.   

Likes teacher type questions because he/she likes feeling like a 
teacher  

The participant notes that teacher type questions are his/her 
favorite step in the strategy because he/she likes feeling like a 
teacher. 

T: Which part of the strategies do you like the most? 
M:  Teacher type of questions 
T:  Ok why? 
M:  Because its kind of more when like the questions and 
people answering like it looks like I was the teacher and 
telling them mmm questions. 

Initial Code that became an Initial Theme 

Enjoys feeling like a teacher 
Participant notes that teacher type questions are his/her 
favorite step in the strategy because he/she likes feeling like a 
teacher. 

T:  Which part of the strategies do you like the most?  
D:  Teacher-type questions 
T:  Ok why? 
D:  Um because a teacher or us might ask some questions like 
um if if a student is asking a question, I think that student is 
feeling like um a teacher asking a question. 

Favors this step of the strategy but has not mastered its use The participant favors one of the steps in the strategy even 
though he/she is not proficient in its use. 

T: Which part of the strategies do you like the most?   
D:  Teacher-type questions 

Expresses dislike for this step due to perceived difficulty The participant expresses dislike for a step in the strategy 
because he/she feels that completing the step is difficult. 

T:  Which part of the strategies do you like the least? 
D:  Mmm summarizing. 
T:  Why? 
D:  Uh cause it’s hard when you have to summarize little from 
the beginning middle and end.   

Revised Theme 

Students take risks 

Developed to encompass the following initial themes: 
*Enjoys feeling like a teacher 
*Favors this step of the strategy, but has not mastered its use 
*Expresses dislike of this step due to perceived difficulty 

 

Student strategy use 

Developed to encompass the following revised themes:  
*Discussion aids understanding 
*Changes in comprehension 
*Student engagement 
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Code/Theme Definition Example 
*Willing to take risks 

Final Theme 

Talking like a teacher Revised name for the following revised theme: 
*Student strategy use  

Initial Code that became an Initial Theme 

Discussion aids understanding  
Discussions that took place during reciprocal teaching sessions 
helped students move from confusion about the text to 
understanding the text. 

Maria Day 3 Teacher Type Question  
1  T:  Great.  Ok Maria.  We’re ready. 
2  M:  Teacher type of question.  Mmm who said we are never 
going to find him?  We never going to find him never ever.  
Who said that? 
3  D:  Fudge? 
4  M:  Nope.  Fudge didn’t said that. 
5  D:  Oh no  
6  I:  Pete.   
7  M:  Yes she said that. 
8  D: Pete? 
9  M:  And – yea.  Pete.   
10  I:  HE said that. 
11  M:  Look if you stopped for cocoa at every house, we’re 
never going to find him.  Never never.  Fudge started crying.   
12  D:  Yea but who  
13  I:  Pete said that. 
14  M:  I know he said it.   

Revised Theme 

Student strategy use 

Developed to encompass the following themes:  
*Discussion aids understanding 
*Changes in comprehension 
*Student engagement 
*Willing to take risks 

 

Final Theme 

Talking like a teacher Revised name for the following revised theme: 
*Student strategy use  
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Code/Theme Definition Example 
Initial Code that became an Initial Theme 

Improvement in comprehension of text is seen The participant’s understanding improved when the steps in 
the strategy were used. 

Sally got 26% of her responses correct on the pretest and 50% 
of her responses correct on the posttest. 

No improvement in comprehension of text is seen The participant’s understanding did not improve when the 
steps in the strategy were used. 

Maria saw a decrease of 24% in the number of correct answers 
she received on the posttest relative to the pretest.   

Revised Theme 

Changes in comprehension 
Developed to encompass the following themes:  
* Improvement in comprehension of text is seen 
* No improvement in comprehension of text is seen 

 

Student strategy use 

Developed to encompass the following revised themes:  
*Discussion aids understanding 
*Changes in comprehension 
*Student engagement 
*Willing to take risks 

 

Final Theme 

Talking like a teacher Revised name for the following revised theme: 
*Student strategy use  

Initial Code that became an Initial Theme 

Engaged during reading 
The students are involved in the text when reading silently and 
during the reciprocal teaching discussions as leaders and/or 
discussion participants. 

Maria Day 3 Summary 
1  T:  So um do you wanna do a summary? 
2  M:  Mm hmm 
3  T:  Ok 
4  M:  Think the most important point is mmm that they that 
they say and know that that who was Uncle Feather and uh 
probably they wouldn’t find Uncle Feather.  
5  T:  Oh ok nice. 
6  T:  So Maria said the most important things on page 37 
were  
7  M:  Mrs. A was confused 
8  T:  Mrs. - oh I love that – Mrs. A was confused, cause she 
is, and that Pete thinks that they’re probably never going to be 
able to find Uncle Feather.   
9  M:  Yea cause Pete said because Pete said Pete said if you 
stop for cocoas at every house we never going to find 
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Code/Theme Definition Example 
10  D:  I wonder if they’re going to find him. 
11  M:  Him never never!  And 
12  T:  I don’t know…I wonder, too. 
13  M:  I like this part. 

Not engaged during reading 
The students are not involved in the text when reading silently 
and during the reciprocal teaching discussions as leaders 
and/or discussion participants. 

T:  What goes on in your head while you are reading? 
D:  Food. 
T:  What are you thinking about while you are reading? 
D:  Huh? 
T:  What are you thinking about… 
D:  Uh food 
T:  Ok why? 
D:  Uh cause sometimes when I read, my sto- uh it make me 
hungry.  
T:  Oh ok, ok. 
D:  I was thinking of a pizza. 

Revised Theme 

Student involvement in text 
Developed to encompass the following themes:  
* Engaged during reading 
* Not engaged during reading 

 

Student strategy use 

Developed to encompass the following themes:  
*Discussion aids understanding 
*Changes in comprehension 
*Student engagement 
*Willing to take risks 

 

Final Theme 

Talking like a teacher Revised name for the following revised theme: 
*Student strategy use  

Initial Codes 

Importance of understanding solely linked to questions asked 
by the teacher 

The participant came into the study understanding that it is 
important to comprehend what is read, but connected the need 
to understand with the need to answer questions asked by a 
teacher. 

D:  Cause some people or a teacher might ask might ask you 
some questions?   

Understands importance of comprehension The participant came into the study with an understanding of 
the importance of comprehending what is read. 

M:  Cause if you don’t understand and the next day you 
wouldn’t know why well what you were talking about. 
M:  And you wouldn’t know what to do.   
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Code/Theme Definition Example 

Importance of understanding solely linked to author’s purpose 

The participant came into the study understanding that it is 
important to comprehend what is read, but connected the need 
to understand with the need to determine the author’s purpose 
for writing the text. 

S:  So you can understand what is the author’s purpose. 
 

Initial Theme 

Recognize the importance of understanding what is read  The participant came into the study with an understanding of 
the importance of comprehending what was read. S:  So you can understand what is the book is talking about. 

Revised Theme 

Insights about the strategies and comprehension 

Developed to encompass the following themes:  *Recognize 
the importance of understanding what is read 
*Links use of strategies to understanding what is read 
*Understands the possible benefit of using the strategies  
*Reciprocal relationship between use of strategies and 
understanding 

 

Revised Theme 

Student response to strategy Revised name for the following initial theme: 
*Insights about the strategies and comprehension  

Final Theme 

I know what I know Revised name for the following revised theme: 
*Student response to strategy  

Initial Codes 

Notes the importance of the strategies  
 

The participant noted that the steps in the strategy were 
important in helping to understand text.  

T:  Is there anything you want to tell me about the strategies? 
D:  That that they’re good because some some people might 
not remember or some people might not know these strategies.   

Wants to share the strategy and use with others The participant wanted to share the strategies with others. 

T:  How will you continue to use the strategies that you 
learned? 
M:  And sometimes to like sometimes reading with my my sis- 
my little sister and my niece, like and tell them, too.  And I 
can show them how to do it, too. 

List steps in strategies and notes how they are used to help 
understand the text 

The participant listed the steps in the strategy and explained 
how the steps are used to help him/her understand the text. 

T: So how does using these strategies help you pay attention to 
whether or not you are understanding what you read? 
D:  Because I can go back and I can read this or um I can think 
of something. 
D:  Uh huh I could summarize a little from the beginning from 
the middle and end and then you can ask yourself in your 
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Code/Theme Definition Example 
brain a teacher-type questions or you can clarify some some 
words that you don’t know.  He lists all of the steps and their 
purpose 

Relates use of the strategies to classroom activities The participant stated that the strategy could be used when 
completing classroom activities. 

T:  How will you continue to use the strategies that you 
learned? 
M:  Mmm sometimes reading reading or sometimes um when 
I’m reading with teachers somtimes, I will put it in my mind. 

Strategy use is not difficult The participant noted that the strategies are not as difficult as 
he/she first imagined. 

T:  Is there anything else you would like to tell me about the 
strategies?   
S:  Oh um they were easier than I thought.   

Initial Theme 

Understands the possible benefits of the strategies  The participant realizes that using the strategy can aid in 
understanding what is read. 

T:  When would it help you to use some of those strategies, 
but not others? 
S:  Ummm this because it helps me understand more better. 
S:  The paraphrase 
  

Revised Theme 

Insights about the strategies and comprehension 

Developed to encompass the following themes:  *Recognize 
the importance of understanding what is read 
*Links use of strategies to understanding what is read 
*Understands the possible benefit of using the strategies  
*Reciprocal relationship between use of strategies and 
understanding 

 

Revised Theme 

Student response to strategy Revised name for the following initial theme: 
*Insights about the strategies and comprehension  

Final Theme 

I know what I know 
Revised name for the following revised theme: 
*Student response to strategy 
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Code/Theme Definition Example 
Initial Code 

Asking and answering teacher type questions requires reading 
the text and understanding 

The participant noted that the text must be read and 
understood in order to ask and answer teacher type questions. 

T:  Tell me anything you would like to about the strategies. 
S:  Teacher-type question 
T:  Ok what what about teacher-type questions would you like 
to say? 
S: Uh…mmm…um when other people read the book and they 
s--and they said they said that you really read the book and 
you were saying some question and you’re trying you’re 
trying you’re trying to prove and he read- he read the book or 
he did not read the book. 

Must understand in order to complete the steps in the strategy 
or use the steps in the strategy 

The participant noted that he/she must understand what is read 
in order to use the steps in the strategy.   

T:  Why is it important to make sure you understand what you 
are reading? 
M:  Cause if you don’t you will um um when you read 
something you w- and the teacher asks you questions of 
something, you won’t understand, and when you use your 
repocal (reciprocal?) (unintel) teaching and uh you need to ask 
something, you would then understand why you gonna do.   

Initial Theme 

Must understand in order to complete the steps in the strategy 
or use the steps in the strategy 

The participant noted that he/she must understand what is read 
in order to use the steps in the strategy.   

T:  Why is it important to make sure you understand what you 
are reading? 
D:  Because a teacher might ask a teacher-type questions or if 
you want to summarize, you could summarize little from the 
beginning middle and end and if you want to make a 
prediction about what is going to happen next, you can do that, 
and if you want to clarify information and you can think in 
your head or brain, what does this word means?   

Initial Codes 

Lists steps in strategy and how they could aid understanding The participant notes the steps in the strategy and how the 
steps aid in understanding text.  

T:  How does using these strategies help you make sure you 
understand what you are reading? 
S:  Mmm well they help me reading…mmm.  They would 
help me reading by taking out the words or doing teacher-type 
questions or um what’s that one called? Um putting your own 
information so you can understand it more better.   
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Code/Theme Definition Example 

Think about the steps in your head to aid understanding The participant notes that the steps can be used in his/her head 
to aid in understanding text. 

T:  How will you continue to use the strategies you have 
learned?   
D:  Um because because they cause they help me a lot and  
T:  And how will you use them? 
D:  I can use it um I can use it in my brain and when when I’m 
reading a book 
T:  Ok 
D:  Um during a test I can use this um some of this and think 
of it.   

Links strategy use to reading alone  The participant notes that the strategy can be used to aid in 
understanding when reading alone. 

T:  How will you continue to use the strategies you have 
learned?   
M:  Um I will use them by reading a book. 

Connects use of strategies with in class activities  The participant notes that the strategy can be used when 
completing in class activities. 

T:  When would it help you to use some of these, but not 
others. 
D:  When you’re when – when you’re taking a test. 

Initial Theme 

Links use of strategies to various activities   

T:  When would it help you to use some of the strategies but 
not all of them? 
D:  Mmm when you do a when you do a presentation or a test, 
you can you can uh you can think of a teacher-type questions 
in your brain cause cause teacher might ask you what it’s 
about.   

Revised Theme 
Links use of strategies to understanding what is read Renamed from Links use of strategies to various activities   

Insights about the strategies and comprehension 

Developed to encompass the following themes:  *Recognize 
the importance of understanding what is read 
*Links use of strategies to understanding what is read 
*Understands the possible benefit of using the strategies  
*Reciprocal relationship between use of strategies and 
understanding 

 

Student response to strategy Revised name for the following initial theme: 
*Insights about the strategies and comprehension  

Final Theme 
I know what I know Revised name for the following revised theme:  
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Code/Theme Definition Example 
*Student response to strategy 

Initial Codes 

Prior to learning the strategy struggled to understand  The participant indicated that prior to learning the current 
strategy, he/she struggled to understand what was read.  

D:  Um I was confused but because because I didn’t 
understand some 
D:  Yea cause it was hard. 

Have strategy for coping with difficult material  The participant indicated that prior to learning the current 
strategy, he/she had tools to help understand what was read. 

S:  Um I was  re-reading. 
 

Initial Theme 

Previous strategies for coping with difficult material  The participant had or lacked previous strategies for 
understanding what was read. M:  Um sometimes by rereading or picturing in my mind. 

Revised Theme 

Other strategies used 

Developed to encompass the following initial themes:  
* Previous strategies for coping with difficult material  
* Strategy taught/learned in the classroom  
* Student created strategy 

 

Final Theme 

Established strategies Revised name for the following revised theme: 
*Other strategies used  

Initial Codes 

Used visualizing while reading  The participant noted using visualizing when reading.  
S:  Imagining what’s what’s happening while you’re um I 
mean…while I’m reading, I am imagining what’s what’s 
happening.   

Used test taking strategies taught in class The participant used test- taking strategies taught in class 
when completing the pre and posttests. 

When taking the pre- and posttests, the participants used the 
strategy of crossing out answer choices as they determined 
them to be incorrect.    

Initial Theme 

Strategy taught/learned in the classroom  The participant mentioned the use of /used strategies that were 
taught in class.  

S:  Mmmm sometimes um I imagine what what’s happening. 
M:  Mmmm sometimes I imagine the pictures or sometimes 
the letters go there, or sometimes I (unintel) I make sure I 
understand it? 

Revised Theme 

Other strategies used 
Developed to encompass the following initial themes:  
* Previous strategies for coping with difficult material  
* Strategy taught/learned in the classroom 
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Code/Theme Definition Example 
* Student created strategy 

Final Theme 

Established strategies Revised name for the following revised theme: 
*Other strategies used  

Initial Code that became an Initial Theme 

Student created strategy 

One of the participants developed the strategy of writing down 
unknown words so that they could be discussed during the 
clarifying information portion of reciprocal teaching 
discussions. 

Maria Day 5 Clarifying Information 
M:  And clarifying information…I don’t have anything. Do 
you have something? 
D:  Mm hmm…I have a lot. 
D:  Hatcher 
A:  Hatcher? 
A:  It’s a name. 

Revised Theme 

Other strategies used 

Developed to encompass the following initial themes:  
* Previous strategies for coping with difficult material  
* Strategy taught/learned in the classroom 
* Student created strategy 

 

Final Theme 

Established strategies Revised name for the following revised theme: 
*Other strategies used  

Initial Code that became a Final Theme 

Declines to use the steps in the strategy Due to the structure of TAS, the participant learning that 
strategy was able to decline to use the steps in the strategy. 

T:  Ok.  Would you like to use any of the strategies now? 
S:  Um…no. 
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Research instrument Data collected Question addressed Day of study 

Pre- and posttests Percentage of questions answered 
correctly/strategies used 

1. What patterns emerge when elementary bilingual students 
use reciprocal teaching during literacy instruction? 
 
2. What patterns emerge when elementary bilingual students 
use the think aloud strategy during literacy instruction? 
 
3. What emerging patterns are similar/different when 
elementary bilingual students use reciprocal teaching or the 
think aloud strategy during literacy instruction? 

All participants days 1 and 20 

Transcripts of audio recordings of 
participants using the strategies 

Documentation of participants’ use of the 
metacognitive strategies 

1. What patterns emerge when elementary bilingual students 
use reciprocal teaching during literacy instruction? 
 
2. What patterns emerge when elementary bilingual students 
use the think aloud strategy during literacy instruction? 
 
3. What emerging patterns are similar/different when 
elementary bilingual students use reciprocal teaching or the 
think aloud strategy during literacy instruction? 

Reciprocal teaching participants Days 
11, 14, and 18 
 
Think aloud strategy participant Days 
12, 15, and 18 

Participant interviews 
 

Participants’ thoughts and feelings about the 
metacognitive strategies and their use 

1. What patterns emerge when elementary bilingual students 
use reciprocal teaching during literacy instruction? 
 
2. What patterns emerge when elementary bilingual students 
use the think aloud strategy during literacy instruction? 
 
3. What emerging patterns are similar/different when 
elementary bilingual students use reciprocal teaching or the 
think aloud strategy during literacy instruction? 

Reciprocal teaching participants Days 
12, 15, and 19 
 
Think aloud strategy participant Days 
13, 16, and 19 
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PARTICIPANTS’ INFORMAL READING INVENTORIES
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APPENDIX I 

PARTICIPANTS’ PRE- AND POSTTEST COVERPAGES 
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APPENDIX J 

PARTICIPANTS’ INTERACTIVE WORD WALLS
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GUIDED PRACTICE FOR THINK ALOUD STRATEGY
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Day 1 – Paraphrasing  

Modeled Practice 

The stuff we are made of is called matter.  People and things like basketballs, water, and air are 
made of matter.  All things are made of matter.  (Substances could be a thing also, so let students 
know there is no need to use that word if they find it confusing.)  

 Your senses can help you observe matter.  (Talk about how I thought the word detect was 
an odd choice and how I replaced it with observe, noted that it seemed to fit the meaning.)  You 
can feel shapes and textures like on a rock.  You can taste orange juice.  You can smell popcorn.  
You can see people at a baseball game. 

Guided Practice 

Some kinds of matter can’t be seen and don’t smell.  We know air is made of matter because it 
blows leaves across the ground.  Also, it blows the kite and you can feel the kite pulling on the 
string when the air is blowing. 

Independent Practice 

This information is written on the participant’s word wall in the example section for 
paraphrasing. 

 

Day 2 – Teacher Type Questions 

Modeled Practice 

What are properties? 

What are characteristics? 

Why do you think no two substances have the same properties? 

How can you tell salt and sugar apart without tasting them? 

Guided Practice 

Where could you look to find some examples of physical properties of matter? 

What kind of property can be observed but does not change a substance?  

Independent Practice 

This information is written on the participant’s word wall in the example section for teacher type 
questions. 
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Day 3 – Clarifying Information 

Modeled Practice 

I reread these sentences, “The water hasn’t changed what it is.  It is still water.” 

The word substance can be tricky, but know that it can be an item or an object. 

I can use the pictures to see the difference between liquid and frozen water. 

If I am not totally sure what rust is, I just need to know that it is a new substance and is therefore 
a chemical change because physical changes do not result in a new substance. 

Guided Practice 

 We skipped the word occurred, because we were not sure what it meant.  We were able to 
understand the information without using that word.  We then discussed that occurred could be 
replaced with happened.  We were unsure if cutting paper was a physical change or a chemical 
change.  We reread the first part of the second paragraph to help us understand that cutting paper 
is a physical change. 

Independent Practice 
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Day 4 – Making Predictions 

Modeled Practice 

We can predict about information in paragraphs or about what will be seen next, if we are 
making predictions about expository text. 

I predict that if I place a marker on my table it will not get taller or wider.  It will not flatten out 
like a pancake. 

I predict that the author will tell us more about liquids and gases. 

Guided Practice 

We predict that the picture will tell us something about liquids. 

Sally predicted that if you put the hand sanitizer in a cup, it will still be the same amount. 

Independent Practice 
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This information is written on the participant’s word wall in the example section for teacher type 
questions. 
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APPENDIX L 

INFORMATION CREATED DURING MODELED, GUIDED, AND INDEPENDENT 

PRACTICE OF RECIPROCAL TEACHING STRATEGIES
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Day 1 – Teacher Type Questions 

Modeled Practice 

Is your desk made of matter? 

What is matter? 

How could you observe pizza?  What senses could you use? 

Guided Practice 

How do you know that air is matter?  

How can we feel air? 

Why do you think the air will move the leaves?’ 

How would you know if we have air or not?  

How do you know what is matter?  

Independent practice  

How can you see the bits?  

How can you see tiny matter?   

How can you see if something tiny is matter?   

How do you know that something tiny is matter? 

 

Day 2 – Summarizing   

Modeled Practice 

Sugar and salt look the same, but if you know some of their properties you can tell them apart 
without tasting them.  Properties are features, traits, or aspects of a substance.  No substances 
have the exact same properties. 

Guided Practice 

Matter has two kinds of properties – chemical and physical.   A physical property can be seen, 
measured, or changed without changing the substance.   

Independent practice 
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We wrote a summary together to put on the participants’ word walls. 

  You can observe, measure, and change a nail without changing the substance that makes 
up a nail.  This can be done by measuring the length of the nail, cutting it into pieces, and 
melting it.   

 

Day 3 – Making Predictions  

Modeled Practice 

We can make predictions about what information might be next in the book. 

I think they might explain physical changes and chemical changes in their own sections.  I think 
the author might use pictures to show examples of physical and chemical changes. 

Guided Practice 

I think they will talk about states of matter.  I think they will talk about chemical changes.  I 
predict that if my slushy melts that it will still be a slushy, just not a frozen slushy.   

Independent practice 

We will read more about the states of matter (solids, liquids, and gas). 

 

Day 4 – Clarifying Information 

Modeled Practice 

I talked about the picture out loud.  I was not sure about the pictures of the blue balls.  I read the 
table and the information about solids.  I left out the word very at the beginning of the paragraph, 
but it did not change the meaning of the sentence.  I left out the word not at the end of the 
paragraph, and it totally changed the meaning.  Reading again helped me to understand the end 
of the paragraph.  The reading helped me understand the picture. 

Guided Practice 

We read the end of the first paragraph again.  We discussed that free meant not contained, so 
freely means not totally contained.  We did not understand the example at the end of the second 
paragraph, but the picture helped us understand.  We read again to be sure.   

Independent practice 

All of the students read again.  None of them understood the word, “outward”.  After reading 
again, they were able to tell me that it meant spreading out.  
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